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Abstract
Williams, Willie Carnell. EdD.The University of Memphis. August 2014. Parent
Perceptions of Parental Involvement in a Mid-South Suburban School District. Major
Professor: Larry McNeal, EdD.
This study examined the perceptions of parents on their role in involvement in
their children‟s education and determined if there was a difference in parents‟ perception
of parental involvement based on ethnicity. The data used in this study was taken in 2013
from a sample of parents of elementary (K-5) and secondary (6-12) students in a midsouth suburban school district that consist of rural, urban and suburban schools. The
following questions were researched in the dissertation: 1) What role does a parent‟s
perception of child rearing values, goals, and expectations have when considering
academic norms and behavior norms at school?; 2) What role does parent‟s reported
actions and behaviors have in child‟s day-to-day education?; 3) What role does parent‟s
reported actions and behaviors related to major educational decisions have in the child‟s
education?; and 4) Is there a significant difference in parents‟ perception of parental
involvement based on ethnicity on the thirty three individual items and across the four
constructs? The responses to survey questions provided the answers for the research
questions. Size of measurement and exploration of relationships through descriptive
research, correlation research and group comparisons are emphasized in a quantitative
viewpoint.
Findings in this study are consistent with the argument that many parents are
involved effectively in their children‟s education despite the consequences of cultural
backgrounds and family circumstances. There is not a statistically significant difference
found in parents‟ perception of parental involvement based on ethnicity on the thirty
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three individual items and across the four constructs in the majority of the respondents
with the exception of two items.
Considerable effort must be made to involve parents in their children‟s schooling,
however; to best achieve this task, practitioners must explore parents‟ current
understanding of parental involvement, how parents view what actions they are to take in
regards to involvement and what are the expectations and perceived indicators of success
of desired outcomes for that involvement. Further, practitioners should make the effort to
understand the parents that they serve and convey that their opinions and suggestions are
desired and important. To achieve such phenomenon, parents must feel welcomed and
valued as equal participants in their child‟s education.
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Chapter 1
Introduction
Admittedly, as it is represented today, the public school system reflects the
culmination of numerous modifications in the administrative, instructional and support
staff, as well as the physical facility. Many of these changes have emanated from
economic, political, scientific, social, and educational arenas. Given that schools have the
arduous task of educating America‟s youth, little should be spared in the provision of
staff development, instructional materials, and effective strategies to further improve and
stabilize student achievement. While the overall responsibility for education rests with
educators, this task cannot be accomplished singularly. Epstein (1995) argued that to
successfully meet the goal of improving education for all children, there must be
considerably more involvement from parents, the community, and other stakeholders
working together to promote the success of all students.
Parents have a role in the education of their child. Understanding that role and
how it is conceptualized is beneficial in realizing what factors influence parents‟ decisions
to become involved or not become involved in their child‟s education. In developing
confines from which to consider why parents become involved, this study will examine
role theory and role construction. Further, the model developed by Hoover- Dempsey
and Sandler (1995, 1997, 2005), which asked why parents got involved in their
children‟s educational performance is employed as a foundation for this research.
Although the benefits of parental involvement seems to be well documented at
every level of education, educators still know little about parent perceptions of that
involvement in their children‟s schooling (Deslandes & Bertrand, 2005).Huang and
Mason (2008), as stated by Williams (2011) asserts that student learning and educational
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success are influenced by parents‟ behaviors, attitudes and activities related to children‟s
education. A lot is known about why parental involvement is important in education;
however, little is known about the perceptions of parents regarding parental involvement.
Parent perceptions impact their involvement with the school and are influenced by
multiple factors. Deslandes and Bertrand (2005) explored how four psychological
constructs influence parent involvement at the secondary level in middle and secondary
schools in Quebec. They considered the contribution of parents in Parents‟ Role
Construction, Parents‟ Self-efficacy for helping Children Succeed in School, Parents‟
Perception of Teacher Invitations and Parents‟ Perceptions of Student Invitation as
predictors of involvement. Chaykin and Gara-Lubeck (1990) asserts that parents are
expected to assume traditional roles in most schools. Staff employment and dismissal
issues are considered nontraditional avenues for involvement and are typically guarded
by school officials and closed to parents unless complaint procedures are employed by
parents, when an administrator is willing to listen. Few schools allow involvement in
nontraditional activities such as advocacy, school decisions, evaluations, and budget as
reported by parents (Chavkin & Garza-Lubeck, 1990).
The significance of going beyond the educational arena has been underscored in
the legislation hailed as a landmark decision, namely the No Child Left Behind Act of
2001.The NCLB Act authorized the Elementary and Secondary Education Act (ESEA) to
make parent involvement a significant priority of national policy. The law requires school
districts that receive federal funds to inform parents how they can be involved in their
children‟s schools (Barnyak & McNeely, 2009). Epstein (2005) noted that two
components of the No Child Left Behind Act has been praised for “its goals of increasing
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Students‟ learning and having high-quality teachers in all schools”. According to Epstein
(2005), NCLB‟s requirements represent four principles of the sociology of education that
replace out dated ideas with innovative ways of thinking. Section 118 “ recognizes the
following principles that incorporate parental involvement (a) requires multilevel
leadership; (b) is a component of school and classroom organization; (c) recognizes the
shared responsibility and (d) must include all families, even those who are not currently
involved, not just the easiest to reach”.
Challenges to public school districts demand that there must be more
accountability for student achievement. “Just as no child should be left behind, so, too, no
parent should be left behind in the educational enterprise. School districts must realize the
importance that families play and take responsibility for bridging the gap between home
and school environments” (Caplan, 2013).
Background
It is the nature of parents to be interested in the success of their children in school
as suggested by Hoover-Dempsey et al. (2005). The researchers posited that perhaps
under favorable conditions or motivational strategies, parental support to school efforts by
their involvement in programs or activities whether home-based or school based is
likely. As mentioned earlier, specific student outcomes might be associated with parental
involvement (Watson, 2011). Factors such as increased performance on student
assessments, higher grades, student achievement, and teachers‟ perception of student
capacity, greater retention rates, lower dropout rates, higher rates of participation in
advanced courses, and higher on-time graduation rates are likely to result from parental
involvement (Epstein, 1995).
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Much attention has been given to parental involvement in relation to positive
student outcomes. Current research supports the belief that student success in school is
directly related to effective parental involvement. Parental involvement in the education
of children is definitively a substantial predictor of educational success (Seda, 2007).
Tozer, Senese, and Violas (2006) asserts that intellectual spheres of overall academic
achievement, completion of homework and graduation rates are positively correlated to
parental involvement in schools. The single largest roadblock to students‟ academic
achievement is attributed to lack of parental involvement according to many school
superintendents (Ryan & Cooper, 2007). Gonzalez-DeHass, Willems, and Doan Holbein
(2005) found that when children are aware of their parents‟ involvement in their
education, their intrinsic motivation is more positive. Christenson and Sheridan (2001)
describes parental involvement as parents‟ role in the education of their children at home
and in school. An abundance of studies have indicated that parental involvement is
critical in children‟s educational process and outcomes (Henderson & Mapp, 2002).
A variety of actions can be characterized as parental involvement. Discussions
about school, assisting with homework or volunteering at school are all activities which
are viewed as involvement in children‟s education. The benefits of Parental involvement
have lasting effects are effective through all levels of K-12 education.
Deslandes, Royer, Turcotte, and Betrand (1997), Dorbusch and Ritter (1998), Lee (1994),
Steinberg, Lamborn, Dornbusch and Darling (1992) asserts that when parents are
involved, secondary students tend to earn higher grades. Other positive outcomes for
secondary students include higher aspirations (Trusty, 1996) and fewer disciplinary
problems (Deslandes & Royer, 1997). Virtually every policy intended to improve the
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performance of our public schools echoes extensive support for parental involvement.
The improvement of relationships between family and schools has been identified as a
key instrument to decelerate the increasingly poor performances as academic indicators
in our nation public schools. There is an effort to “empower parents.” Goals 2000, the
legislative mandate for expanded federal action to improve public education, and identify
objectives for increased parental involvement. Goals 2000 identified parent involvement
as having equal significance with instructional strategies focused on student achievement
and curriculum content (Smrekar, 1996). However, the encumbrance of meeting such
goals is expected of the schools. Schools are encouraged to create programs and roles for
parents to meet the objective of increased parent involvement. Smrekar and CohenVogel (2001) asserts that because of the political nature of education, the voice of the
parent can easily be unheard. Further, this neglect in considering the opinions of those
of whom involvement is most sought after may set a precedent that may directly impact
the nature of family-school interactions (Smrekar & CohenVogel, 2001).
Desforges and Abouchaar (2003) add that a broad range of activities are
categorized as parental involvement. Comprehending the broad range of inquiries on
student achievement and adjustment as it relates to the influence of various forms of
parental involvement must consider the multifaceted dynamics which affect outcomes for
schools (Desforges & Abouchaar, 2003). Current studies on parental involvement
demands characterization of what type of involvement is of concern, desired outcomes
for schools and a process of evaluating and analyzing the expected outcomes (Desforges
& Abouchaar, 2003).
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While research clearly supports the notion that parental involvement is clearly
linked to student achievement, some studies introduce inconsistencies. According to
Desforges and Abouchaar (2003) in some cases parent involvement seems to reduce
student achievement. Desforges and Abouchaar (2003) offers as an explanation, that
varying definitions are used by different researchers. Parental involvement is described
by some as good parenting which takes place in the home while others define it as
conversing with teachers. Still, others view parental involvement as active participation
in school governance and school activities (Desforges & Abouchaar, 2003).
Further, Desforges and Abouchaar (2003) assert that varying measures of parental
involvement are used with established definitions of parental involvement. As an
illustration, the attitudes of parents, students and teachers or interpretations of researchers
have been used to measure parental involvement in the home (Desforges & Abouchaar,
2003).
Variations in the measurement of different items under a single name and
measuring the same things under multiple processes inevitably lead to obvious
inconsistencies (Desforges & Abouchaar, 2003). A process to evaluate student
achievement and adjustment includes subjective self-ratings, public assessments and
administering of psychometric exams (Desforges & Abouchaar, 2003). Finally, a lack of
experience by the researcher in interpreting correlation coefficients accounts for some of
the inconsistencies (Desforges & Abouchaar, 2003). The rate at which parents talk to
teachers about their child‟s behavior and progress is found to be negatively correlated
with both.
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In addition, Desforges and Abouchaar (2003) suggest that increased parental
conversation with teachers is proportional to decreased student progress, as demonstrated
by research. Considering the aforementioned findings, parental involvement was
subsequently determined to be disadvantageous to student achievement according to
Desforges and Abouchaar (2003). However, the question of which is causation or effect
needs to be answered. Desforges and Abouchaar (2003) propose that it is reasonable to
assume that parents are involved more in conversations with teacher when problems
develop, and that those conversations are a response to the problem rather than a cause.
In addition, parent involvement is traditionally guided by parents‟ desire to converse with
teachers regarding student progress which supports the notion that the correlation
between student achievement and parental involvement and achievement is both a cause
and effect (Desforges & Abouchaar, 2003).
Parents‟ decisions to become involved and the degree for which that involvement
occurs is situation specific as suggested by Desforges and Abouchaar (2003). Although
parents‟ response to challenges or invitations from school is a typical avenue for
involvement, some facets of involvement start in the home prior to children enrolling in
school (Desforges & Abouchaar, 2003).
Consistent with accepted understandings of the impact of effective parental
involvement on student achievement, Desforges and Abouchaar (2003) reiterates the
positive links between the two. However, they suggest that socio-economic status is
more strongly associated with student achievement. A criticism of most early studies is
the seemingly narrow focus which did not allow complex characteristics such as socioeconomic status to be considered as variables to be examined. They assert that in
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absence of a comprehensive study in which multiple variables are explored, findings of
the influence of the relationship between student achievement and parental involvement
are inconclusive.
An inquiry that allows for specific variables to be controlled while others are
examined would be the most favorable method of obtaining the most reliable data
according to Desforges and Abouchaar (2003). Because this process can be extremely
challenging, Desforges and Abouchaar (2003) propose utilizing statistical techniques
with large sample populations to allow for the researchers to statistically control specific
variables to assess particular theories. Studies consistent with this concept presented a
more precise view of how and to what degree parental involvement does influence
student achievement (Desforges & Abouchaar, 2003).
Statement of the Problem
The research and related literature presents a plethora of evidence in support of
parental involvement and student achievement. However, there is a disconnect between
what parents perceive parental involvement to be and what exist in the schools.
Subsequently, schools are challenged to achieve desired levels of parental involvement.
According to Huang and Mason (2008), a growing body of research supports the view
that parent‟s attitudes, behaviors and activities related to children‟s education influence
student learning and educational success. Considering the importance of parental
involvement, it is critical that related issues be explored thoroughly. Strategies that
promote parental involvement and those that are barriers to successful implementation
should be identified. As reported by Chayatin and Garza-Lubeck (1990), research
indicates that increases in student achievement are directly related to parent involvement
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in education. Chayatin and Garza-Lubeck (1990) also asserted that Walberg (1984)
established that the "alterable curriculum of the home" (p. 25)-- including activities such
as informed parent-child conversations about school, encouragement and discussion of
leisure reading, expressions of affection, interest, and monitoring and joint analysis of
television viewing--appeared to be twice as predictive of academic learning as was family
socioeconomic status. Some programs reported predictive effects 10 times as large in his
synthesis of 29 controlled studies.
Deslandes and Bertrand (2005) assert that parents must identify specific activities
that they believe are necessary and are part of their responsibility as parents, it is essential
that they understand their role. If parents believe that their efforts will yield positive
outcomes and academic achievement for their children, they are more apt to be involved.
If parents perceive that their involvement is wanted and expected by teachers and their
children, they tend to be more involved (Comer & Haynes, 1991; Dauber & Epstein,
1993; Eccles & Harrold, 1996; Epstein, 1986).
How the school organization treats parents may be a direct correlation to how
parents perceive their role in their children‟s schooling (Smrekar & Cohen-Vogel, 2001).
Parents‟ attitudes about their role in the development of the child, themselves, school
personnel, and school enhances their involvement (Becher,1986; Gordon, 1979;
Henderson, 1981; Keesling & Melaragno,1983; Rich & Jones, 1977) as reported by
Smrekar and Cohen-Vogel (2001). Smrekar and Vogel conducted a study in which they
administered a series of in depth interviews with minority, low-income parents. The
questions were clustered around four general themes which included educational
background and experiences, ideas about the meaning and value of schooling, ideas about
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the role of parents in their children‟s schooling and relationships between parents and
schools. The researchers found that parents were welcoming and eager to engage in
school related discussions. They reported that the parents in the study displayed a strong
desire to simply be heard. According to Smrekar and Cohen-Vogel (2001), 90% of the
parents interviewed responded when asked if they were willing to find ways to be more
involved. They postured that the findings revealed that contrary to the perspectives of the
school officials, parents valued schooling and were very interested in their children‟s
success. Conversation with these parents revealed that their personal school experiences
shaped the views they held about the values and outcomes of formal schooling
(Smrekar& Vogel, 2001).
Pushor (2007) asserts that many parents perceive that they are not welcome in
schools or that their involvement is either not wanted or directed to trivial activities. As
suggested earlier, the roles that parents take on in their children‟s education at school is a
reflection of their more general ideas and attitudes about schooling (Smrekar & CohenVogel, 2001). They also posit that the attitudes and perceptions of parents are likely
influenced by the “socially constructed” roles which are assumed by both the parents and
school personnel. These roles are often taken for granted by both parties; but are firmly
performed. Organizations are expected to function in specific ways that are consistent
with the beliefs and norms of the presiding culture within the organization. The
Institutional theory suggests that socially constructed roles develop informally and come
to denote the acceptable schemas, rules, practices, norms, routines and beliefs
organizations are expected to employ (Institutional Theory, 2013). The institutional
culture and climate then uses these norms as a framework for comparable organizations,
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(Meyer & Rowan, 1977). Smrekar and Vogel (2001) affirm that over time, parents gain
an understanding of their expected actions in the family-school relationships. They
submit to a monistic description of their roles and see themselves as volunteers,
supporters, helpers and fund raisers rather than significant stakeholders working in
collaboration with school officials and giving relevant input in decision making. Smrekar
and Vogel (2001) illustrate that communication and interfaces between the school and
parents are usually limited and chiefly one sided. This is due to the structured nature of
these interactions. School officials view unannounced classroom visits as interruptions
and discourage parent participation in this way. Parents are expected to operate in a
definitive domain of time and space. For example, parents are required to schedule
meetings and are often directed by signs that instruct them to sign in at the front office to
properly arrange to meet with school officials (Smrekar & Cohen-Voger, 2001). Smrekar
and Vogel (2001) assert that communications in the form of letters are sent home merely
to inform parents; seldom to petition their opinions or contribution. Nor do the letters
aim to generate continual meaningful dialogue. Parents perceive that when a serious
problem exists, the communication then will warrant a telephone call from school
officials. Smrekar and Vogel (2001) imply that telephone calls by school officials are
reserved for serious problem, not a “friendly inquiry”. Mannan and Blackwell (1992)
assert that many parents yet share the concept that school is an extension and
reinforcement of the family. Hargreaves and Fullan (as identified by Tozer et al., 2006,
p.476) describe the two-way communication that is required of the relationships among
parents and schools as being in despair and in need of social reconstruction. In schools
within low income areas, the situation is even worse (Seda, 2007, p.152). Hargreaves
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and Fullan (2006) insist that improved communication between schools and families,
more attention to the individual needs of students by teachers, increased accessibility of
the school and community resources is needed to enhance learning for all students.
As discussed earlier, these interfaces between parents and school are a
conventional pattern and are the established social order that advocates for school
personnel as holders of a particular certain body of knowledge and expertise (Smrekar &
Vogel, 2001). Berge and Luckman (1966) suggest that social order is a culmination of
human activities. As parents and school officials take action, interpret action and share
that interpretation with others, social order is created. According to Berge and Luckman
(1966), specific procedures for certain actions come to be supplementary to certain
classes of actors. Smrekar and Vogel (2001) postulated for instance that when parents
are contracted by schools; parents, instinctively, respond as simply receivers of
information and subservient patrons. Findings in the study conducted by Smrekar and
Vogel (2001) revealed that although many parents perceived that their interactions with
teachers are usually negative and focused on their children‟s misbehavior, their interfaces
are usually plagued by miscommunication. Parents‟ attitudes of distrust, distance, and
disillusionment seem to be fostered and perpetuated by these negative interactions and
the language school officials often invoke.
It is imperative to transform the perceptions of schools from that of a place of an
institutional fortress to one that is actually welcoming to parents and readily involves
parents in their children‟s learning. Many parents perceive that the question isn‟t whether
or not teachers and administrators are receptive to them; but it appears that the nature of
that reception is guarded (Pushor, 2007).For example, McGilp and Michael
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(1994) assert that educators view parental involvement as one of servitude in which they
are expected to perform trivial roles such as spectators, fundraisers or volunteers.
According to Lightfoot (2004), parents are often positioned as receivers when they do
participate in school-sanctioned activities. According to a report commissioned Becta
(2010) 82% of parents feel „in the dark‟ when it comes to their child‟s schooling.
Additionally, parents articulated that parental involvement was most likely realized when
they accomplished services distributed by educators and that parental involvement is
limited to carrying out the assignments as determined by professional educators. Instead
of being seen as equal partners in a substantial relationship with the education system,
many parents feel disregarded, Benson (as cited in Pushor & Ruitenberg, 2005). Caimey
and Munise (as cited in Pushor, 2007) emphasizes that instead of seeing parental
involvement as an opportunity to determine what services can be provided for parents
and families, professional educators tend to view parent involvement as what parents can
do for teachers. Pushor (2007) further asserts that these negative reactions are further
maximized by the professional boundaries established around the school. Parents may
not feel welcome in the school and, therefore, do not come to access the resources that
could be available to them and their children. In fact, parents in this study reported that,
when the school made them feel welcome, they were more likely to come to the school.
This finding also supports the Hoover-Dempsey and Sandler model as part of the model
centers on creating warm and welcoming environments for parents and having school
practices that convey respect for parent questions and suggestions (Green & HooverDempsey, 2007).
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Deslandes and Bartrand (2005) found that single parents and undereducated
parents are not as likely to be involved in certain types of involvement activities.
However, well-educated parents and traditional families tend to report more affective
involvement in their children‟s education. Well educated and traditional parents report
that they encourage and praise their children, help with homework, attend school
performances and have frequent discussions about school. Mothers tend to be more
involved with homework than fathers (Deslandes & Bartrand, 2005). However, single
parent homes and homes with step-parents report monitoring homework less than those
of traditional families. Parents with more children tend to be less involved than those
parents of fewer children (Eccles & Harold, 1996). Hoover-Dempsey model implies that
parents ‟skills and knowledge can play a role in their decisions to be involved in their
children‟s education as they progress from elementary to high school (Hoover-Dempsey
et al., 2005). The income level, educational level or social level of parents is often used
as a reason for poor family-school relationships. That is- parents with the aforementioned
characteristics are usually intimidated by school officials. Conversely, Smrekar and
Vogel (2001) reported that their study failed to establish sufficient evidence to support
the notion that low-income, minority parents feel intimidated in the presence for school
officials. Smrekar and Vogel (2001) assert that, however, intimidation is likely a
mischaracterization that misrepresents the influence of status and legitimacy long
established in schools. They reported that parents were much more likely to voice
frustration than intimidation and that most of the parents blamed strained family-school
relationships on the school. However, Smrekar and Vogel (2001) reported that parents
accepted the responsibility of their role in collaboration with teachers and school
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administrators in creating a resolution. A common belief among parents in the study was
that if they would take advantage of current opportunities to improve their involvement,
parent-school relationships would improve. Yet, some parents supported the concept of
more comprehensive changes focused on addressing the issue of distrust and
disillusionment. Although the parent‟s educational experiences are related to their views
and values that they place on family-parent interactions, the level of education did not
determine the value placed on school (Smrekar & Cohen Vogel, 2001).
Mapp (2013) proposed that parents seem to have definitive attitudes about the
types of actions that need to occur for their children to have academic success. They also
have definite opinions about their roles as well as the school‟s official roles in the
education of their children. Interestingly, parents expressed and understanding and
acknowledgement of their role in the overall education of their children.
Purpose of the Study
A lot is known about why parental involvement is important in education;
however, little is known about the perceptions of parents regarding parental involvement.
Parents‟ perceptions impact their involvement with the school and are influenced by
multiple factors. More research is needed to establish a framework to guide schools and
school district personnel to develop effective cognitive processes towards parental
involvement. A previous study by Walker et al. (2005) yielded a framework for
examining the relationship between parents‟ literal involvement in their children‟s
schooling and their subjective involvement experiences. The study suggested that parent
decisions to become involved could be categorized into four major constructs: a) Parental
Role Construction for Involvement in the Child‟s Education, b) Parents Self- Efficacy for
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Helping the Child Succeed in School, c) Parents‟ Perceptions of General Invitations for
Involvement from the School and d) Parents‟ Perceptions of Specific Invitations from the
Child. It was determined that further inquiry was required to comprehend how parents‟
beliefs correlate to their involvement in their children‟s schooling (Walker, et al., 2005).
The purpose of this study is to revisit the findings of the previous study so that we can
determine quantitatively what parent perceptions of parental involvement in their child‟s
education are. We sought to examine parental perceptions of parental involvement and to
provide a better understanding of how parents perceive the issue of parental involvement.
Price (2002) asserts that helping their children achieve educational success
remains the responsibility of the parent and that parents must recognize and assume
responsibility for the task. To establish and sustain parent involvement programs that
draw parents into partnership with schools for the intent of student achievement, it is
imperative that schools consider the various motivational factors for involvement
(Watson, 2011). Parents must function as advocates to ensure fair and equitable
opportunities for their child‟s academic success by advocating and taking part in decision
making in schools on behalf of all students. Empowering parents to serve as advocates,
according to the National Standards for Family Engagement (formerly, the National
Standards for Parent Involvement), is essential and has a lasting effect on student success.
As policy makers outline frameworks for developing parental involvement policies,
considering this research might be beneficial in developing culturally sensitive policies
(Watson, 2011). Determining significant parental involvement constructs that are more
likely to influence development of effective parent engagement programs might also
serve to inform practices by school officials (Watson, 2011).
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Further, understanding and participating in meaningful and relevant home based
and school based parent involvement activities might empower parents by enhancing
their knowledge, appreciation, and motivation in their commitment to their child‟s
learning (Watson, 2011). Finally, research strongly supports favorable outcomes for a
student when parents are actively involved in their children‟s schooling (Williams, 2011).
It is without question that parental involvement is one of the most definitive predictors of
children‟s educational success and according to Seda (2007), overall academic
achievement, and completion of homework. Increased graduation rates are positively
correlated to effective, meaningful parental involvement.
Research Questions
The following questions were researched in the dissertation:
1. What role does a parent‟s perception of child rearing values, goals, and
expectations have when considering academic norms and behavior norms at
school?
2. What role does parent‟s reported actions and behaviors have in child‟s day-to-day
education?
3. What role does parent‟s reported actions and behaviors related to major
educational decisions have in the child‟s education?
4. Is there a significant difference in parents‟ perception of parental engagement
based on ethnicity on the thirty three individual items and across the four
constructs?
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Definitions of Terms
For the purpose of the study, the following definitions were used:
1. Parental Involvement – Joyce Epstein (1992) has defined parent involvement as
types of parent involvement:
TYPE 1 – Parenting: Assist families with parenting and child-rearing skills,
understanding child and adolescent development, and setting home conditions that
support children as students at each age and grade level. Assist schools in understanding
families.
TYPE 2 – Communicating: Communicate with families about school programs and
student progress through effective school-to-home and home-to-school communications.
TYPE 3 – Volunteering: Improve recruitment, training, work and schedules to involve
families as volunteers and audiences at the school or in other locations to support students
and school programs.
TYPE 4 – Learning at home: Involve families with their children in learning activities at
home, including homework and other curriculum-linked activities and decisions.
TYPE 5 – Decision making: Include families as participants in school decision,
governance, and advocacy through PTA/PTO, school councils, committees, and other
parent organizations.
TYPE 6 – Collaborating with the community: Coordinate resources and services for
families, students, and the school with businesses, agencies, and other groups, and
provide services to the community.
2. Parental Efficacy – The mastery of skills, attitudes, and behaviors essential to
exerting control over various parenting and family roles. Parental Efficacy is
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comprised of four elements: self-image, locus of control, one‟s developmental
status and interpersonal support.
3. Parental Role Construction – Refers to parental beliefs about what one is
supposed to do, as a parent, in relation to the child‟s education and the behaviors
characteristically enacted in service of these of these beliefs (Hoover-Dempsey et.
al., 2004).
4. Hoover-Dempsey Original Theoretical Model – A theoretical model of the
parental involvement process which present theories as to why parents get
involved, what forms their involvement takes and how that involvement
influences their children. It is based on five sequential levels: (1) Identified four
psychological contributors to parents‟ decision to become involved; (2) Assumed
that contextual factors influence parents‟ choice of forms of involvement once
they have decided to become involved; (3) Identified mechanisms of parental
involvement‟s influence or the specific means by which parents affect children‟s
school outcomes; (4) Hypothesized that these mechanisms are influential to the
extent that there is a correlation between student outcomes and parents‟ actions;
and (5) Student outcomes.
5. Role Theory - concerns the tendency for human behaviors to form characteristic
patterns that may be predicted if one knows the social context in which those
behaviors appear (Biddle, 2013).
6. Parental Role Construct - Parents‟ decisions to become involved in students‟
education are a function in part of parental construction for involvement. 7. Functionalist Theory - Utilizes role concepts to explain social order.
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8. Organization Role Theory - Proposes that role conflict permeates formal
organizations and that the societal systems as well as those that assume role
expectations are affected by the role conflict.
9. Role Transition- -The phenomena associated with entry into or departure from a
role (see Allen & van de Vliert 1984; Biddle 2013; & Ebaugh 1988).
10. Symbolic Interactionalists – The idea that role is a course of action that the
individual within a given context pursues.
Significance of the Study
In an effort to truly include all stake holders in schools and school districts an
aggressive approach must be taken to ensure all parents that they are welcomed in every
aspect of schooling including multiple levels of and types of participation.
Understanding and recognizing how parents view their participation along with
understanding and recognizing how school officials view parent roles in participation
might serve to be critical in establishing a sufficient framework for parental involvement.
Also, it will provide a concept of how parents might want to be involved in addition to
traditional types of involvement. Understanding how parents might want to be involved
and how they interpret their involvement might yield an invaluable lesson in family
culture. Identifying ways to address the barriers as well as increasing opportunities for
involvement could certainly increase the participation of many minority parents.
Therefore, practitioners will benefit from considering ways to effectively involve parents
as a component in school reform efforts.
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Conceptual Framework
The study is conversant to Epstein‟s (1995) comprehensive parent involvement
framework which illuminates types of ways that parents become involved. The
conceptual framework for the study was based on the research of parental involvement
from both a psychological and a social perspective. Additionally, parental role construct
as described by Hoover-Dempsey et al. (2004) which considered the question, “Why
parents got involved in their children‟s educational performance?” and Role Theory are
employed as a foundation for this research. To engage parents in children‟s learning,
Epstein suggest effective parental involvement practices within a framework. Huang and
Mason (2008) offer examples of practices which include family education programs,
home visits, classroom volunteer programs, PTO/PTA involvement and conferences.
Huang and Mason (2008) assert that, family education programs are widely used in their
children‟s learning among these practices.
Epstein‟s research is likely the most widely quoted material in the area of parental
engagement. According to Huang and Mason (2008) the framework provides a scaffold
to understanding the development of parental involvement activities which can include
more than one type of involvement. Epstein‟s framework of the six types of involvement
might be employed by all schools. However, selected practices to aid schools in
achieving significant goals and meet students‟ and families‟ needs must be specifically
characteristic of each school (Huang & Mason, Spring 2008, see Table 1).
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Table 1
Epstein’s Six Types of Parental Involvement
Involvement Category
Sample Practices
Type
1

Parenting

Assist families with parenting and childrearing skills, understanding child and
adolescent development, and setting home
conditions that support children as students
at each age and grade level. Assist schools
in understanding families.

2

Communicating

Communicate with families about school
programs and student progress through
effective school-to-home and home-toschool communications

3

Volunteering

Improve recruitment, training, work, and
schedules to involve families, volunteers and
audiences at the school or in other locations
to support students and school programs.

4

Learning at Home

Involve families with their children in
learning activities at home, including
homework and other curriculum-linked
activities and decisions.

5

Decision Making

Include families as participants in school
decisions, governance, and advocacy
through PTA/PTO, school councils,
committees, and other parent organizations.

6

Collaborating with
Community

Coordinate resources and services for
families, students, and the school with
businesses, agencies, and other groups, and
provide services to the community.

According to the National Network of Partnership Schools (NNPS) (2002) the six
types of involvement and lists of sample practices or activities to provide a more
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complete description of involvement are defined in Epstein‟s parental involvement
framework. Additionally, the challenges inherent in developing each type of parent
involvement as well as the expected results of implementing that involvement for student,
parents, and teachers are illustrated in Epstein‟s work according to the partnership.
NNPS asserts that many different practices of partnerships are included in each type of
involvement and that in order for schools to effectively involve all families, each type
requires redefinitions of some basic principle of involvement each type has particular
challenges that must be met. Different outcomes for students, families and teachers result
from the various involvement forms (National Network of Partnership Schools,
2002).Keeping in concert with a plethora of research that supports developing school,
family and community relationships, the National Network of Partnership Schools agrees
that such partnerships serve to assist all students in succeeding in school and in later life.
Hoover-Dempsey and Sandler
The Phenomenology and Ecological Systems Theory (PVEST; Spencer, Dupree
& Hartmann, 1997) and Hoover-Dempsey and Sandler (2005, revised) model afforded a
construction for framing the motivations of parents engaged in the desegregation of the
Metropolitan Nashville Public Schools (MNPS) in 1957, and identified proposed
strategies for potential parent involvement in today‟s schools (Watson, 2001). Watson
(2001) explained that the PVEST offered the idea that life “Risk Contributors” existed
that influenced our self-appraisal processes. Subsequently, a reactive coping method that
could be maladaptive or adaptive is produced triggered by stress. A stabilization of
coping responses in which the emergence of the identity is observed resulted from the
temporary, cyclical process of engaging this coping method. The identity that
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consequently developed into life outcome staged or coping products resulted in
Behavioral and Health Relevant Outcomes, whether beneficial or negative. The
perception one has of one‟s self is shaped by the life experiences of an individual as the
PVEST describes. The value another has on someone or the perception of the value one
believed others have of him were generally associated with the knowledge in-take and
meaning-making one has (Watson, 2001). Spencer et al. (1997) espoused that life
experiences shaped how one gave meaning to and gauged the significance of abilities,
physical attributes, behaviors and actions. Further, the perception of the experience was
of greater affect than the actual experience in influencing one‟s perception of self. The
way one developed alternate responses at different developmental stages of life was
determined by the perceptual process which consequently was determined by the socialcognitive process (Spencer et al., 1997). The responsive coping methods or corrective
problem-solving strategies sought comprised the resulting meaning-making processes
which were grounded in the current life-stage. The meaning-making processes summed
up by life-experiences that served to formulate self- perceptions and the implication of
one‟s abilities, attitudes and behaviors, and activities (Spencer et al., 1997). Spencer et
al. (1997) suggested that these circumstances under wrote the decision-making
processes whether to engage or not engage in activities and extended beyond the HooverDempsey and Sandler (2005, revised) model, which placed these beliefs and attitudes in
the realm of personal motivation and self-efficacy as drivers of motivations to get
involved as cited in Watson (2001).
While the PVEST Theory adds value to the selected framework, it will not be
used in this study as a theoretical framework. Motivation factors influencing parental
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involvement in their children‟s schooling from a psychological perspective is more
directly addressed by the aforementioned models (Watson, 2011). The Hoover-Dempsey
and Sandler (2005, revised) model was subsequently offered as the parallel structural
framework for this study‟s design. Why parents become involved in their children‟s
education and their schools was the central focus of Hoover-Dempsey and Sandler‟s
theoretical model.
Role Theory will be a supplementary underpinning to role construction and will
be discussed in more detail in chapter 2.Parental Role Construct as described by HooverDempsey et al. (2004) and Role theory which concerns the tendency for human behaviors
to form characteristic patterns that may be predicted if one knows the social context in
which those behaviors appear are offered as underpinnings to the conceptual framework.
Role theory explains those behavior patterns (or roles) by assuming that persons within a
context appear as members of recognized social identities (or positions) and that they and
others hold ideas (expectations) about behaviors in that setting. Motivation factors
influencing parental involvement in their children‟s schooling from a psychological
perspective is more directly addressed by Parental Role Construct as asserted by HooverDempsey et al. (2004).A guiding question as emphasized by of Hoover-Dempsey and
Sandler‟s theoretical model (2005) is “why parents become involved in their children‟s
education and their schools.” Hoover-Dempsey et al. (2004) offers a description of their
process for developing and appropriately modifying a measuring for assessing parental
role construct is based on role theory concepts. Qualitative and quantitative methods to
develop surveys employed in this process are emphasized, describe theoretical and
methodological and theoretical problems encountered are discussed, and corrective action
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to address issues are examined. The process ended with reflection on the benefits of
parental involvement on children‟s schooling and the role parents play in that interaction
(Hoover-Dempsey et al., 2004).
The perspectives of various professionals including theorist, researchers and
practitioners have proposed the idea that parents‟ perception of their roles in their
children‟s schooling are significant in comprehending their cognitive process in
determining whether or not to be involved (Hoover-Dempsey et al., 2004).
Limitations
One limitation of this study is that we have no control over who actually responds
to the surveys. The voice of parents who choose not to respond or are unable to respond
will not be reflected in the data. There is also no way of controlling for the assumption of
accuracy of responses. The conceptual framework is based on the latest best practices
and current popular theory as described by Joyce Epstein and Hoover-Dempsey et al.
Further, the approach taken by Hoover-Dempsey was specific and did not allow for
broader parent perspectives to be considered. There is no evidence of additional practices
or theories to consider as it relates to parental perceptions of their involvement in the
educational process of their child. A final limitation is that while it is widely accepted
that parent involvement is a significant factor in student achievement, state and local
policy isn‟t developed with consideration of the ideologies presented in this study.
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Delimitations
The focus of this study was not to examine the value of particular activities
associated with current orientation of parental involvement, neither was it intended to
highlight issues that specifically influenced parent involvement. The focus of this study
gain insight into the parent perceptions of involvement in their children‟s education. An
ultimate goal is to develop the collective cognitive processes of practitioners and policy
makers around the issue of effective parent involvement.
Perceptions of parental involvement in children‟s education were carefully
examined. However, activities associated with that involvement will not be examined. In
addition, the research is conducted in one mid-south school system composed of urban,
suburban, rural and charter schools.
Study Overview
This study reflected the research related to parent perspectives and attitudes as it
relates to parental involvement in children‟s education. This study was organized into
five chapters. Chapter 1offered a general discussion of parent involvement and
established a framework for conducting a study of the perception of parents in their
involvement in their child‟s education. The critical need for effective parental
involvement was established and the culture of current practices is reviewed. Because
little attention has been given to the perceptions of parents on parental involvement, this
study will seek to establish a need for further research in this area. Subsequently,
practitioners and policy makers might consider this work as a body of evidence in efforts
to improve student achievement by increasing effective parental engagement. Further, as
parents become increasingly involved in relevant activities that support their child‟s
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learning, their knowledge, understanding, and motivational commitment to their child‟s
learning will likely be enhanced resulting in meaningful engagement (Watson, 2011).
Chapter 1 included the general information that established an understanding of
the study. It included the introduction, background, problem statement, research
questions, purpose, definitions, significance, conceptual framework, and overview.
Finally, Chapter 1 discussed the theoretical model and preceding underpinnings to the
framework that channeled this study‟s focus on parental perspectives on involvement in
their children‟s schooling.
Chapter 2 reviewed the literature related to parental involvement, parent
motivation and attitudes. This chapter examined pertinent research on parent involvement
factors, including parent motivation, invitations, and life context, as determiners of
parental choices about getting involved in their children‟s education. In addition Chapter
2 reviewed Hoover-Dempsey‟s revised model of how and why parents get involved in
their children‟s education. Chapter 3 offered an overview of the methodology used in
this study, outlined the data collection, data management and data analysis processes, as
well as the limitations and delimitations for the investigation. Chapter 4 provided the
results of the research and presented the results in a manner that reflected the research
questions, with analysis of the results. Chapter 5 presented the study‟s conclusions,
giving detailed summary of the results of the research and discussion of the findings
applicable to the research question of why parents may or may not choose to get
involved; the chapter presented recommendations for future research and usage.
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Chapter 2
Literature Review
In defining the current concept of parental involvement, literature provides
multiple definitions. Current research illuminates the overarching theme that effective
parental involvement has a positive effect on student achievement.
Overview of Parental Involvement
Successful parent involvement can be defined as the active, ongoing participation of a
parent or primary caregiver in the education of their child. Involvement can be
demonstrated by parents at home through helping with homework, discussing events that
are taking place at school, reading to their child, volunteering or attending school
functions (Getting Parents Involved in Schools, n.d, n.p.) Although this source is dated,
the description is still relevant in the current educational culture. The term, “Parental
Involvement” is defined in multiple ways. It includes diverse forms of participation in
schools and out of school. Practitioners might be provided with an array of strategies to
motivate parents to be involved and realize the significance of meaningful involvement
once they have garnered a clear understanding of parental involvement. As defined by
Henderson and Mapp (2002), defining parental involvement establishes parameters
consistent with NCLB which requires State Education Agencies, Local Education
Agencies and schools to implement programs, activities and procedures to involve
parents in Title I A. According to Henderson and Mapp (2002) the term parent includes
natural parent as well as a legal guardian or a person standing in as loco parentis. Hill,
et al. (2004) describes parent involvement as the interaction of parents with children and
their schools to promote student achievement. Parental involvement serves as a common
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thread for engaging parents and school officials in student learning (Invited Research
Paper, 2007).
Kellaghan et al. ( as cited in Pushor2001), postulates that traditional parent
involvement efforts tend to be school led and seek to involve parents in school activities
and teach parents specific skills or strategies to support learning at home. Henderson
(2002) continues to describe parent involvement as the consistent two-way, important
communication regarding academic achievement and other school activities which
support student success ensuring that:


Parents play an integral role in supporting their children‟s learning;



Parents are encouraged to be actively involved in their children‟s education at
school;



Parents are full partners in their children‟s education and are included, as
appropriate, in decision making and on advisory committees to assist in the
education of their child;



Parents assist in the completion of other activities, such as those described in
section 1118 of the No Child Left Behind Act which outlines six areas of parental
involvement.

The aforementioned points as described in the No Child Left Behind Act mandates
that (1) Every school that is categorized as Title I, must have a written parent
involvement policy developed and approved by parents. (2) Every school categorized as
Title must have a parent school compact. (3) Every school district must have a written
Title I parent involvement policy that is developed with and approved by parents, and
subsequently evaluated annually. (4) Each participating school district must distribute a
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report card.(5) If a Title I school has not made adequate progress over the past two or
more years, (6) The state education agency must monitor school district‟s Title I
programs. (“No Child Left Behind: What‟s in it for Parents” by Anne Henderson, 2002).
Hoover-Dempsey and Howard Sandler (1997) defined parent involvement as the
home base activities such as helping with homework, discussing school events and
providing enrichment activities related to current school topics. School based activities
such as assisting with field trip transportation, attending school conferences and
volunteering at school were actions also considered in Hoover-Dempsey and Sandler‟s
(1997) definition of parental involvement. There are many attributes of family
involvement on student achievement. Student attendance is increased significantly,
students tend to care more about school and perform better when collaborative
relationships are fostered between schools, families and the communities in an effort to
support learning (Henderson & Mapp, 2002).
Parents and care givers significantly impact students‟ learning, regardless of
socioeconomic status, ethnic or racial backgrounds, or parent‟s educational levels. For
schools, high levels of parent involvement correlates with higher teacher morale, better
perceptions of teachers by parents, higher student achievement and better academic
perceptions of the school (Henderson & Berla, 1994).
The National PTA has adopted a framework for family involvement developed by
the Center for School, Family and Community Partnerships and endorsed by the National
Education Association. The framework defines six standards for family involvement. (1)
Parent communication which states that communication should be two-way, meaningful,
frequent and of high quality. Parents should be invited to share ideas, help establish
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school goals and clarify school expectations. These efforts will likely increase parent
comfort levels thereby increasing their involvement in school based activities (Davis,
2000). (2) Support for parenting which asserts that different outcomes in student learning
are correlated with decisions parents make about healthcare, diet and entertainment.
Many schools provide assistance to parents in efforts to support parents and help them to
develop appropriate parenting skills. (3) Engaging Parents in Student Learning which
informs that when parents provide assistance to their children, a learning opportunity is
created for the child. Parent learning of new ways to assist their child is facilitated when
teachers send home strategies and suggestions (Goldberg, as cited in PSEA, 2007, N.P.).
(4) Involve Parents in Volunteering is one relevant type of parent involvement. (5)
Involve Parents in Decision Making offers that parents and caregivers involvement in
school decision-making impacts student achievement, builds relationships between
caregivers and schools that encourage parents to become involved in student learning
(Goldberg, as cited in PSEA, 2007, N.P.). (6) Linkages with the Wider Community
which asserts that effective programs to involve parent in schools recognize the
importance of engaging employers and religious and community organizers in schools.
Parental Involvement in Schools
Parental involvement has long been believed to be associated with a range of
enhanced school outcomes for students. The importance of having parents involved in
what is going on in schools has received considerable support and documentation.
Multiple studies have attested to the significance of effective parental involvement on
student achievement. Over the past 40 years, research has shown that a significant
method of involving parents in the learning of their child and engage in a significant role
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in their child‟s schooling is directly correlated to student achievement. National
Education Service (2002) asserts that when parents are involved in their child‟s
education, student achievement is more likely.
Federal and state agencies share a view of a comprehensive role of families in
their children‟s schooling. Instead of a traditional approach of parent involvement as one
of peripheral compliance, a more holistic, approach in which parents engage as full
partners with schools their staffs and other community members in creating and
sustaining excellent schools. Representative of this expanded view of the family‟s role is
documented in multiple studies which extend the role of parents from primarily
supporting students in at home activities to full engagement. This broader definition
requires that family engagement is a shared responsibility among families, school staff
and community members (National Education Service, 2009, p.2)
Evidence provided by several studies sought to provide answers to the question,
“Why do parents become Involved?” Hoover-Dempsey and Sandler‟s model which
created a theoretical framework for understanding why parents choose to become
involved in their children‟s learning and how that involvement affects outcomes for
children is was referenced. According to Walker et al. (2005) the position of current
research offers an understanding of the model and seeks to answer two basic questions.
(1) What practices would motivate parents to become involved in their children‟s
schooling? and (2) What family and school practices would strengthen the occurrences
and effectiveness of parental involvement?
The Consortium on Chicago School Research (CCSR) identified five essential
supports for school improvement as strong leadership, instructional guidance,
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professional capacity, a student-centered learning environment and strong community
relationships. Such organizational features are essential to improving schools and
fostering student achievement (Bryk et al., 2010, p.14 as cited in Title I and Parent
Involvement. n.p.) One of the most significant findings in the current research is that
schools definitely influence parents‟ perceptions of involvement and their decision to
become involved. Armed with applicable knowledge, practitioners can develop quality
intervention programs to increase effective involvement. With purposeful, inclusive
invitations by schools, parents can be encouraged to become holistically involved and
have a pronounced influence in their children‟s education (Henderson & Mapp, 2008).
In a review of why families become involved, Hoover-Dempsey et al. (2005) found that
the schools program is one of the most influential indicators of family engagement (as
cited in Halgunseth et al., 2005). Yamamot et al. (as cited in Hoover-Dempsey,
2005)points out that Hoover-Dempsey et al, offers that one of the most critical elements
that influences parents‟ decision to become involved in their children‟s education in
teacher invitations. Hoover-Dempsey and Sandler (1997) postured that there were three
factors that influence parents decisions to become involved in their children‟s learning.
They include (1) the extent or limit to which the parents believe they can have a positive
effect on their ; (2) parents‟ perception that their involvement is desired by their
children; and (3) parents belief that their involvement is important and necessary.
Cotton and Wikelund (1989) observed various types of activities in which parents
can expect to become involved. These activities include attending school functions,
telephone and written home-school communications, homework assistance and tutoring,
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home educational enrichment, parent involvement in decision making in addition to other
aspects of school governance and serving as school or classroom volunteers. The
observation was focused on a variety of student outcomes areas including academic
achievement.
A collective effort of all stakeholders is needed to support well-being and
resilience and empowering families, communities, and schools. The culture of schools as
caring places and effective institutions are prevalent when schools are a significant piece
of the community. In such a relationship, enhanced student performance, decreased
behavior problems, enhanced staff morale and more effective use of school resources are
observed. As a result the community can receive mutual benefits such as enhance
parenting and socialization of families, addressing psychosocial problems, and working
collaboratively with schools to fortify the fabric of family and community life (Adelman
& Taylor, 2008).A variety of types of involvement seems to be the recurring theme and
as described by Cotton and Wikelund (1989) is one of the keys to successful parental
involvement. The common view of parental involvement is limited. The focus is merely
on what can be gained from parents through focused direction by school officials. Each
type of involvement leads to different results for students, families, and teachers
(Epstein,1995).
Parental involvement in children‟s education generally refers to the extent and
quality of assistance in homework, communication with the teacher, participation in inschool activities according to Pate and Andrews (2006). Increased parental involvement
is recognized by social scientist as relevant in providing benefits to the social and
academic development of children (Pate & Andrews, 2006). When schools, families and
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community groups work together to support student learning, the evidence in support of
increased student achievement and other positive student outcomes is over whelming
(Henderson & Mapp, 2002). However; there is evidence that although substantial
benefits are consistently presented in a plethora of research and clearly stated federal
mandates to guide reform efforts, many educators feel unsuccessful in their efforts to
increase parental involvement. A national survey of teachers revealed that many teachers
new to the profession and a significant number of principals surveyed describe their
relationships with parents as a primary source of job related stress according to MetLife
(as cited in Getting Parents Involved in Schools/Reading Topics A-Z/Reading Rockets,
2005).According to Flannagan (2007) new teachers enter the educational arena with keen
knowledge of curriculum, standards and instructional methods. However; these teachers
have sustained little to no information or training on how to effectively communicate
with parents in a way that fosters meaningful relationships with those parents or students.
An important task concerning school officials is how to best evaluate the value of
programs to encourage parental involvement. Typically schools evaluate the
effectiveness of parental involvement programs in terms of the number of parents that
participate in activities such as fundraisers, open house events scheduled by the school
and attendance in school scheduled parent/teacher conferences.
According to Hinkle (2011), considerable research regarding the importance of
parent involvement in education exists. There is unequivocal evidence that support three
contentions that parental involvement (1) has a positive effect on student achievement,
(2) adds to higher quality education, and (3) contributes to better performance of schools
overall. However, in spite of the aforementioned benefits of effective parental
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involvement, both schools and parents continually question how to make the ideal parent
involvement a consistent reality (Hinkle, 2011). The rate of parental involvement drops to
55% by the time children reach age 14 and continues to progressively decrease
throughout high school (U.S. Department of Education).
Educators recognizing the complexity of their mission and challenges that they
face in realizing the intended outcomes for students, seek methods to encourage parents
to take an active role in student learning. Parents, feeling marginalized by the
profe4ssional boundaries established by school officials, seek ways to establish a voice
and a place for themselves in the school arena in effort to support their children‟s
learning (Pushor, 2001). However; many parents don‟t respond to traditional invites for
various reasons as described in (Parent Involvement In School, n.d., n.p.). Conflicting
schedules, transportation issues, disability and health related issues, lack of
communication from the school or previous negative experiences with the school are all
reasons why parents list for not participating in schools invites (Williams, 2011).
When parents do participate in school-sanctioned activities, they are often
positioned as receivers (Lightfoot, 2004). According to McGilp and Michael (1994), the
expectation of parents in the eyes of educators is that of servitude accomplished by the
execution of menial roles such as fundraisers, spectators and the like. Many of parents
feel uninformed when it comes to their child‟s schooling as. Parents further express that
parental involvement is most likely realized when they actualize services handed down
by educators and that parental involvement is limited to carrying out the assignments as
determined by professional educators. Many parents feel disregarded instead of being
seen as equal partners in a substantial relationship with the education system (Benson as
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cited in Pushor & Ruitenberg, 2005). Professional educators seem to view parent
involvement as what parents can do for teachers as opposed to what services schools can
provide for families as illuminated by Caimey and Munise (as cited in Pushor, 2007).
Pushor (2007) continues by insisting that professional boundaries established around the
school further maximize these negative reactions. Parent perceptions impact their
involvement with the school.
Pushor (2007) strongly suggest the need to transform the perception of the school
being a place that is an institutional fortress to one that is actually welcoming to parents
and openly involves them in their children‟s learning. Her observations were that
administrators become somewhat territorial and claim all grounds of the school,
exercising all rights to establish policies, procedures and programs. They are custodians
of coveted professional knowledge of teaching and learning that is often practiced in
isolation of parents and community. Public school administrators use their professional
education, knowledge and experience as justification for their claimed positions as
decision makers in the school. It was Pushor‟s admonition that their intentions are good
in that they want to increase student achievement, provide an appropriate safe learning
environment and adequately prepare students for viable roles in a broader society.
However, the reception, cited by many parents, is that it is not a question of being
received by teachers and administrators but that the character of that reception is one that
is guarded as reflected in the following examples.
As families continue to increase support to their children‟s learning and
educational progress children often tend to do well in school during their education
(Impact of Parental Involvement, 2013). Ho Sui-Chu and Williams (1996) suggest
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positive influences on children‟s learning is observed in families of all cultural
backgrounds, educational levels and income levels. As Henderson and Mapp (2013)
postulates, student learning linked to parents and community involvement yields greater
achievement than more general forms of involvement. According to Hoover-Dempsey
and Sandler (1995), students of families that promote learning at home tend to do better
in school. Further, the research suggest that these students tend to get better grades, have
more positive attitudes as they approach learning new things. Harris and Goodall (2007)
submit that effective parental engagement can add the equivalent of two or three years of
formal education. By employing simple strategies such as talking about the learning or
sharing and encouraging the learning, parents can have an overwhelming effect on
student learning (Hoover-Dempsey & Sandler, 1995). Hoover-Dempsey and Sandler,
(1995) add that parents do not have to know or understand everything. Yet, all parents
can regularly engage in such actions.
In 2005, the Department for Education and Skills (DFES) published the School
Caucasian Paper “Higher Standards, Better Schools for All – More Choice for Parents
and Students. Parents were placed decisively at the focal point of the effort to raise
standards by emphasizing their involvement in the educational system. Underpinning
this policy is the central tenet that parent engagement makes a significant difference in
the educational outcomes of their students. According to Stelmack (2013), the parental
relationship in factors related to student learning and achievement and other
accomplishments is appealing to school practitioners and policy makers.
Price-Mitchell and Grijalva (2009) noted that to understand the relationship that
exists between parents and schools, types of behaviors that promote collaboration should
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be recognized. Further, it is suggested in addition to behaviors that are helpful in
establishing collaborative relationships among parents, their might exist within
organizations certain behaviors that are harmful to promoting collaboration (PriceMitchell & Grijalva, 2009). Schools must give substantial attention to establishing and
sustaining a culture where helpful behaviors are institutionalized (Price-Mitchell &
Grijalva, 2009).
In a study which focused on examining the impact of parental involvement in a
dual language program and the implications for children and schools, there were several
efforts made by the parents in support of the program. Following the encouragement to
participate in activities throughout the year, parents were asked to sign a contract with the
school and program agreeing to commit to a minimum of 20 hrs a week as a family.
Encouraging parental involvement by the teachers is essential to facilitate the necessary
links between the child‟s home life and success in literacy in school (Arnold et al., 2008
as cited in Fonner, 2010). Additionally, Fonner (2010) offered the significance of the
special education teacher making an extensive effort to connect a child‟s home school
lives.
Various researchers have conducted studies considering the influence that
parental involvement has on student achievement. Henderson and Mapp (2002)
conducted a careful review of 57 studies on family and community connections which
examined schools making a difference in the success of students. The studies concluded
three broad categories: (1) The impact of family and community involvement; (2)
Effective strategies to connect schools, families and communities; and (3) Parent and
community organizing efforts to improve school.
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In a study concerned with parental involvement and the degree to which it
impacts student achievement, Conway and Houteville (2008) echoed that students are
more participatory in school instructional activities and a robust positive effective is
achieved when parents are actively involved in their child‟s education. Conway and
Houteville assert that higher levels of student achievement are consistently associated
with parental effort and the magnitude of the effect of parental effort is substantial. For
schools to singularly achieve the same levels of achievement, monetary resources related
to per pupil expenditures would have to increase exponentially (Conway & Houteville,
2008). It was observed that greater concern was shown for the achievement of daughters
by parents. According to Conway and Houtefille, one possible explanation for this
finding is that girls are more conversant with parents. Thus, more opportunities for
academic discussions to occur are provided. Conway and Houteville concluded that a
positive correlation exists between parental involvement and student achievement.
In a study examining meta-analysis of parental involvement and student
achievement, Jeynes (2003) found that students of all races and groups benefited from
effective parental involvement in their education. Additionally, parental expectations are
an aspect of parental involvement that appears to have the greatest impact on student
achievement as observed by Jeynes. Conversely, Jeynes noted that when students
achieve more, parents expect more. The study sought to determine the overall impact of
parental involvement on academic achievement in a (k-12) student population and to
determine the extent to which certain aspects of parental involvement are beneficial to
children.
The results of this study were summarized which provided implications for practice.
Considering a comparison of the academic achievement of students with actively
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involved parents in the educational process versus students without actively involved
parents in the educational process, the results of the meta-analysis clearly indicated that
parent involvement is associated with higher student achievement outcomes. For the
overall population of students with actively involved parents, achievement scores were
higher than the achievement scores of students with parents who were not actively
involved. In considering the particular influence of specific aspects of parental
involvement, the study examined the relationship of specific components of parent
involvement to student academic achievement. According to Jeynes et al. (2003), two
patterns were observed. First, there are facets of parental involvement that require for
significant time of the parent such as reading or communication. Second, the more subtle
aspects of involvement such as parents‟ expectations of the child had a greater impact on
achievement than more demonstrative actions such as attending conferences or school
functions. Further, the study sought to determine what parental involvement action
yielded the greatest impact on student achievement. Jeynes (2003) observed that parental
expectations appeared to have the greatest influence on student achievement.
It is the nature of parents to be interested in the success of their children in school
as suggested by Hoover-Dempsey et al. (2005). The researchers posited that perhaps
under favorable conditions or motivational strategies, parental support to school efforts by
their involvement in programs or activities whether home-based or school based is
likely. As mentioned earlier, specific student outcomes might be associated with parental
involvement (Watson, 2011). Factors such as increased performance on student
assessments, higher grades, student achievement, and teachers‟ perception of student
capacity, greater retention rates, lower dropout rates, higher rates of participation in
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advanced courses, and higher on-time graduation rates are likely to result from parental
involvement.
Hoover-Dempsey provided definitive evidence of the significance of parent
involvement and the impact of family-school interaction on student academic success and
positive outcomes (Hoover-Dempsey et al., 2005; “Parent Plus,” n.d.). As cited by
Walker, Shenker, and Hoover-Dempsey (2010), the theoretical foundation of the HooverDempsey and Sandler (2005, revised) Model for Parent Involvement was provided by
Bandura‟s Social Learning Theory (1986).Their research considers parental involvement
from both a psychological perspective and a cultural perspective.
Hoover-Dempsey and Sandler (1995) posited that why parents choose to become
involved and why that involvement yields positive outcomes for students is the most
significant question to consider regarding parental involvement in children‟s education.
The researchers offered a model that suggested that parents become involved primarily
because they develop a personal parental role construction that includes their active
involvement in their children‟s education, they obtain a sense of efficacy for assisting
their children in school and they recognize opportunities or invitations for involvement
from their children and the school. According to Hoover-Dempsey and Sandler (1995),
parents then choose particular types of involvement consistent with a specific skill set
and knowledge they possess, the overall demands on their time and energy, and specific
invitations for involvement from children and the school. Through mechanisms of
modeling, reinforcement, and instruction as tempered or mediated by parents‟ selection
of developmentally appropriate involvement strategies and the fit between parental
involvement activities and the school‟s expectations for their involvement, children‟s
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educational outcomes are influenced through parental involvement (Hoover-Dempsey &
Sandler ,1995).
The Original Hoover-Dempsey model was constructed in five chronological
levels. There were four psychological contributors identified in the first level. They
incorporated (1) what parents believe they should do perspective to their child‟s
education, parental role construct. (2) How much parents believed they could positively
affect their child‟s educational outcomes in school, parent efficacy for helping the child
succeed. (3)How parents perceived general invitations for involvement from the school
and (4) How parents perceived general invitations from the child. Upon making a
decision to become involved, the second level assumed that contextual factors such as
perceptions of specific invitations for involvement from the child and the child‟s teacher,
time and energy influenced the choice of parent forms of involvement. Mechanisms of
parental involvement influences were categorized in level three of the model. Such
involvement influences include instruction, modeling and reinforcement. Level 4
considered the child‟s developmental needs and the expectations of schools on parental
involvement determined the extent of which the mechanisms are influential to
involvement. The fifth level discussed student outcomes such as knowledge, skills and
student self-efficacy for achievement.
In the revised model, Walker et al. (2005) restricted their discussion to the first
two levels to present a representation of essential psychological factors driving parent
behaviors and provide a description for the conceptual and methodological processes
serving as a framework for their development. Walker et al. (2005) noted several
differences in the first and second levels of the original and revised models. Level 1 in
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the revised model is composed of three overarching suggestions that include the initial
suggestions cascaded throughout levels 1 and 2 described in the original model. The
psychological framework for parents‟ involvement behavior is represented by the
following three overarching constructs. Parents‟ motivational beliefs have replaced
parental role construct and self-efficacy as one overarching idea in level. Parent
perceptions of general invitations for involvement from the school and perceptions of
specific initiations for involvement from the child and the child‟s teacher which were
originally described in level 2 were redesigned as a broad construct that categorized
parents‟ perceptions of invitations for involvement from others.

Parent perceptions of

their available time and energy and specific skills and knowledge for involvement
represented the third overarching idea which was categorized as, parents‟ perceived life
context.
As a second substantial difference, Walker et al. (2005) posits that the revised
model offers a more dynamic representation of the relationship between the levels. The
researchers suggest that parents perceptions of available resources influences what
parents think they can do and what they actually do.
As described in the level 1of the original model, parents fundamental involvement
decisions were predicted by psychological factors and contextual factors included in level
2 of the original model in predicted parents‟ choice of the type of involvement. The
revised model reduces the two predictor variable into a single level. Subsequently, the
dependent measures at level one were eliminated and linked directly to parents‟ choice of
involvement forms, dependent measures in level 2 of the original model (Walker et al.,
2005).
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As cited in Watson ( 2011), the most likely dominant motivator among all grade
levels and across all student demographic is the parents‟ perception of the invitations,
particularly invitations from the child and teacher, level one of the 2005 revised Hoover
Dempsey and Sandler model (Walker et al., 2010, p.2). Why parents chose to become
involved in their child‟s education was the intent of the design of the three overarching
tenets of Level 1 (Watson, 2011). Three principal characteristics, Personal Motivational
Beliefs, Parents‟ Perception of Invitations for Involvement from Others, and Parents‟
Perceived Life Context, were subsumed in level 1 (Watson, 2011, see Table 2).
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Table 2
Personal Motivation

Invitations

Life Context

Parental Role Construct

General School Invitations

Knowledge and Skills

Parental Efficacy

Specific School Invitations

Time and Energy

Specific Child Invitations

Family Culture

(Hoover-Dempsey et al. 2005 and Walker et al. 2005.)

Watson (2011) offers that practitioners and policy makers might garner an
appreciation for the various forms of parental involvement by considering the
connections in the psychological constructs of parental involvement. Watson asserts that,
“Enhancing schools and policymakers‟ understanding of these elements relative to parent
involvement should increase appreciation of the assets all parents have to offer”. The
following description of the components of level one of the revised 2005 model with a
discussion of each of the specific characteristics is provided for the purpose of
establishing a platform for operationalizing the psychological construct of the model.
According to Walker et al. (2005), current sociological and psychological
literature proposes that understanding roles is essential for individuals to function
effectively in their particular groups. As described by Walker et al. (2005) beliefs about
one‟s own and other individuals‟ obligations, responsibilities and rights are attributes of
role. In addition, accepted systems of belief that underlie a group‟s behavior in certain
circumstances defines and individual‟s role (Biddle, 1979, 1986; Bronfenbrenner, 1979;
Forsyth, 1990) as cited by Walker et al. (2005). According to Hoover-Dempsey and
Sandler (1997), parents ‟beliefs regarding what they should do in relation to their child‟s
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education might most precisely define parental role construction for involvement in
children‟s education. The dichotomous function of role construct is as a motivator of
parental involvement because it allows parents to envision how they might function in
terms of engaging in multiple involvement activities and subsequently, defines the
cascade of activities that parents deem important and relevant for their own engagement
in their child‟s schooling.
According to Banduras cited by Walker et al. (2005), people‟s goal selection,
effort, persistence, and ultimate goal accomplishment is described as self-efficacy which
refers to beliefs in one‟s capability to act in ways that will produce desired outcomes.
Hoover-Dempsey, Bassler and Brissie, (1992) as described by Walker et al. (2005)
asserts that the self-efficacy theory as it is applied to parental involvement in children‟s
education posits that parents‟ expectations of the outcomes following their actions and
appraisal of their personal capabilities partially influences their involvement in their
child‟s education. It is likely to inform parents‟ beliefs regarding what they should do as
well as their choices for types of involvement in ambiguous situations because selfefficacy for helping the child succeed influences parents‟ goals and resolution (Walker et
al., 2005).
Whether parents view their involvement in their child‟s schooling as being
sought, welcomed, and valued by the child, the child‟s teacher or the child‟s school is
categorized as parents‟ perceptions of invitations for involvement from others (HooverDempsey et al., 2005). Parents‟ perceptions of invitations for involvement from others
are a substantial predictor of parents‟ decision to become involved and the forms that that
involvement takes (Walker et al., 2005). In the original Hoover-Dempsey and Sandler
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model, invitations were conceptualized as two distinct forms arrayed across level 1 and
level 2, general and specific. Level 1 reflected general invitations from the child and
school while level 2 reflected specific invitations from the teachers (Walker et al., 2005).
The revised model collapsed these two variables for invitations into one broad construct
in level one: Perceptions of invitations from others.
Hoover-Dempsey and Sandler (1997), as cited in Walker et al. (2005), asserts that
general invitations convey to parents that their involvement is welcome and meaningful
in supporting student success and includes broad activities. Walker et al. (2005) posits
that a school culture that reflects an exceedingly welcoming environment that offers
practicable ideas for parents‟ to employ as home-based support of the child‟s learning are
described as general school invitations.
Although few studies have inspected specific invitations from the child as having
significant influence for parent involvement, Hoover-Dempsey (1995) suggest that
parents are encouraged to become involved and their choice of forms of involvement is
shaped by specific invitations from children. Epstein (1986, 1991) Epstein and Van
Voorhis (2001) and Hoover-Dempsey et al. (1995), examines the influence of specific
teacher invitations such as class room visits, and regular communication as a motivator
for parental involvement (Hoover-Dempsey, 2005). According to Hoover-Dempsey
(2005), Dauber and Epstein (1993), speculates that there is evidence of parents
experiencing productive involvement in spite of their educational background when
teachers actively encourage parents to become involved.
As described in the original Hoover-Dempsey Model, parents‟ choice of
involvement forms where influenced by contextual factors and their perceptions of
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specific invitations. Parents‟ decisions to basically be involved were motivated by the
parents‟ beliefs and perceptions of general invitations (Hoover-Dempsey, 2004). The
revised model involved a forms scale that focused on asking parents how frequently they
became engaged in particular activities as opposed to asking parents how likely they were
to become involved.
The perspectives of various professionals including theorist, researchers and
practitioners have proposed the idea that parents‟ perception of their roles in their
children‟s schooling are significant in comprehending their cognitive process in
determining whether or not to be involved (Hoover-Dempsey et al., 2004).
Role Theory
Trepidations exist among both practitioners and social scientist regarding the
vocabulary characteristic to role theory. Abundant research and theory have spawned as
a result of role concepts. Though the use of terms associated with role theory and a focus
on role theory has created conflicts, a variety of versions of role theory have surfaced
among various of authors who appear oblivious to alternative versions of the theory.
Subsequently, the association with controversial theories in sociology has weakened Role
Theory (Biddle, 2013).
History, Differentiation, and Confusion
Biddle (2013) that the notion that social life could be compared to drama in which
actors performed foreseeable roles gave rise to role theory which arose after social
scientists began to earnestly consider this concept. With somewhat different purposes,
during the 1930s, three chief contributors independently pursued this. Psychologist Jacob
Morena, maintained that derivative behavior or role playing as it is called was a
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beneficial approach to learning new roles. Further, Morena viewed roles as the
customary tactics that people within principal relationships assume although these roles
are sometimes detrimental.
Roles were considered as the dynamic aspects of social positions recognized by
society as described by anthropologist, Ralph Linton who according to Biddle (2013)
postured that role theory was a means for analyzing social systems. Social philosopher,
George Herbert Mead regarded roles as the coping tactics that individuals develop as they
interact with others. He considered the idea that it was imperative to understand the
viewpoints of others and that it was essential for effective social interaction. Biddle
(2013) noted that Meads perspective of role theory was in contrast to Linton.
Several authors during the conception of role theory generated further
understandings (Biddle, 2013). Insights into this new concept included the functionalist
theory which was introduced by Talcott Parsons and emphasized the importance of
norms, consensus, sanctioning, and socialization. Muzafer Sherif introduced inquiries
into the effects of social norms while Robert Merton expounded on the analyses of role
structures and processes. Role conflict and applied role concepts to organizations were
explored by Neal Gross, Robert Kahn, and their colleagues. Social psychology and
occupational roles where examined by Theodore Newcomb and Everett Hughes
respectfully. Michael Banton, Anne-Marie Rocheblave, and Ragnar Rommetveit, offered
inspirational articles on Role Theory in addition to Ralf Dahrendorf‟s essay „„Homo
Sociologicus (Biddle, 2013).
Inconsistencies exist in conceptualizing role theory. Numerous subsequent writers
and multiple perceptions and customs of role theory have been presented since the
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introduction of a myriad of contrasting insights of early contributors (Biddle, 2013). In
addition, inconsistent uses of terms, or opposing definitions of concepts, that are
fundamental in role theory may by proposed by supporters (Biddle, 2013). As an
example, some authors use the term “role” to refer to the social position idea. Yet
behaviors distinctive of social members are described by others and collective behavioral
expectations of members of social positions are described by others (Biddle, 2013).
Some role theory authors conceive roles as behaviors which adapt to volitional
expectations that are focused on others in the system, and validate the actor‟s status, or
that project a self-image (Biddle, 2013). Individual conduct or specific descriptions of
social systems are explained by role theory. These inconsistencies indicate that theorist
potentially may disagree on fundamental issues. Subsequently, the differences have
resulted in misconceptions as a result of theorist grappling with varying social system
forms.
Biddle (2013) asserts that the understanding that human behavior is contextually
differentiated and is linked to the actors‟ social station and that expectations held by the
actors are generate behavior is a common vocabulary shared by role theorist despite their
fundamental differences. Specifically, role theory assume that actors or cognitive
participants who are remarkably aware their roles and Biddle explains that researches
have a tendency to embrace methods that solicit observation of roles and requesting
respondents to articulate their understandings as well as those of others. Further,
alternative theoretical positions that lend stronger emphasis to unconscious motives or
behavior-inducing forces of which the actor may be unaware can be contrasted with role
theory (Biddle, 2013).
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Functionalist role theory. Functionalism was one of the early concepts in role
theory. Influences of Talcott Parsons gave rise to functionalist thought and at one time
were believed to be the prevailing orientation in American sociology (Biddle, 2013).
Functionalist theory made use of role concepts and currently some writers continue to
offer positions that define role theory as primarily an effort to his theory made use of role
concepts, and some authors continue, today, to write as if role theory was or is largely an
attempt to reinforce functionalism (Biddle, 2013). The issue of explaining social order
was addressed by functional theory. Social systems were thought to contain stable but
differentiated behaviors that persisted because actors in those systems shared
expectations for behaviors that accomplished specific functions (Biddle, 2013). Actors
conformed to norms for conduct which were established because of shared societal
expectations. Conformity was encouraged because of sanctions placed on actors by others
in the society or by actors adopting expectations. Subsequently, actors were projected as
experts in their roles and were expected to conduct role socialization with those
individuals new to the societal system (Biddle, 2013).
Since the 1950s, fundamental assumptions of functionalist thought have been
challenged. Biddle (2013) asserts that social systems aren‟t fixed entities as
functionalism defines and functionalist often disregarded power and conflicts of interest
that were often beseeched a response by humans. Specifically, opponents emphasized
that continuing behaviors are likely or not to be functional for social systems, behavioral
norms are often in conflict, alternative cognition in addition to norms for conduct may
create role conformity, clear sanctions might not support norms unequivocally, external
influences on norms for the actor may be inconsistent with those norms assumed by the
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actor. Finally, Biddle (2013) affirms that challenges may exist with socialization
processes. While some authors such Bates and Harvey (1975) still advocate for
functionalist role theory, others such as Connell, 1979 , condemn it and recognize it as
simple an enhancement to role theory (as cited in Biddle, 2013). Various oppositions to
functionalist role theory have caused a decline in interest of this concept (Biddle, 2013).
Role Conflict and Organizational Analysis. The studies of Neal Gross, Robert
Kahn, and their associates spawned an interest in organization role theory. Biddle (2013)
postulated that organizational role theory challenged the notion that social stability only
resulted from consensual norms. Writers of organization role theory proposed that role
conflict permeated formal organizations and that the societal systems as well as those that
assumed role expectations were affected by the conflict. Writers also asserted that
understanding strategies for coping with role conflict needed to be explored (Biddle,
2013). Various inquiries of role conflict and role conflict resolution in organizational
context coupled with texts that applied role concepts to organizational analysis were
inspired by the previously mentioned insights as illustrated by Van de Vliert (1979), Van
Sell et al. (1981), Fisher and Gitelson (1983) (as cited in Biddle, 2013). In addition,
Stryker and Macke (1978), Lopata (1980), and Skinner (1980) explained that researchers
who sought to investigate challenges that disempowered persons faced, such as woman
who were balancing the demands of the workplace, managing affairs of the home and
supporting husbands, have been drawn to the concept of role as cited by (Biddle, 2013).
However, disempowered persons don‟t always reject role conflict as the evidence
suggests and according to Sales et al. (as cited in Biddle, 2013) empowerment is not
always achieved by resolving role conflict.
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Investigations into role conflict within organizations actively continues, in spite of
these problems, and as cited in (Biddle, 2013), Allen and van de Vliert (1984) and
Ebaogh (1988) posits that measure of role transition have gained the attention of some
proponents of the organizational perspective. Role transition is the phenomena
associated with entry into or departure from a role according to Allen and van de
Vliertand Ebaugh (as cited in Biddle, 2013).
The structural perspective. Network theorist and structuralist have developed
another use for role theory. The early contributions of anthropologists S. F. Nadel and
Michael Banton, , sociologists Marion Levy, and social psychologists Dorwin Cartwright,
Frank Harary and Oscar Oeser is echoed in structural perspective. A fundamental tenet of
structuralisms is the assumption of logical implications of ways for organizing social
systems (conceived as social positions and roles) and disregards in consideration of
behavioral expectations or norms (Biddle, 2013). Burt (1982) and Winship and Mandel
(1983) affirms that structural role theory has been more appealing among mathematically
trained intellectuals because much of the work in structural has been expressed in formal,
mathematical terms as cited in (Biddle, 2013). Additionally, structural theory it also
establishes one form of network analysis although not all network perspectives use role
concepts.
Role theory among symbolic interactionalists. In addition to George Herbert
Mead, Everett Hughes, Irving Goffman, and others influenced symbolic interactionist to
gain interest in role theory (Biddle, 2013). Symbolic interactionists visualize role as a
course of action that the individual within a given context pursues. Preexisting norms
relative to the social position of the actor, beliefs and attitudes held by the actor, the
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actor‟s self- representation and conception, and the definition of the situation that
develops as the actor and others interact are various forces that affect roles. Roles need
not have common elements, but their roles are likely to become quite similar among
actors who face common problems in similar circumstances although they need not have
common elements (Biddle, 2013).
Symbolic interactionists have applied these concepts to a host of interesting
concerns according to Scheibe (1979), Gordon and Gordon (1982), Ickes and Knowles
(1982), Stryker and Serpe (1982), Zurcher (1983) and Hare (1985), as cited in Biddle
(2013) and a continuing and useful contribution has flowed from Ralph Turner‟s (1979,
1990) interest in the internal dynamics of roles and the fact that roles tend to evolve over
time have produced a continual and useful contributions to symbolic interactionists ideas
(Biddle, 2013).
Role theory has received criticisms due to its association with symbolic
interactionists‟ inclination to use unclear definitions, ignore structural constraints and
repetition of seemingly insincere verbiage. In addition, Heiss (1981) and Stryker and
Statham (1985) as cited in Biddle(2013) explained that some of the individual who
support the idea of symbolic interactionist have also been accused of having a limited
narrow perspective have created perceptions that paint role theory as an extension of
symbolic interactionist thought.
Cognitive perspectives in role theory. Multiple disciplines within cognitive
social psychologist have conducted experiential research in role theory as described in
Biddle (2013). This work has focused on various aspects of roles among individuals in
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society and organizations and includes from role playing, role taking, the impact of group
norms, and the effects of anticipatory role expectations (Biddle, 2013).
Social psychologist have conducted studies that propose two or more styles of
experiential thought have led to roles and that cognitive theorist supporting this
perception have produced several models (Biddle, 2013). Subsequently, Biddle (2013)
asserts that conformity to various arrangements of expectations such moral norms, norms
attributed to others, instrumental norms, beliefs about the self and others, preferences
self-fulfilling prophesies have been studied.
Consequently, cognitive role theory appears to be a theoretical sociological
perspective because it is inclined to disregard implications of empirical research findings
for structural analysis. Regrettably, the largest focus of this study is aimed at expectations
of individual actors rather that expectations for social positions (Biddle, 2013).
Recent trends in role theory. Biddle (2013) notes four trends in the evolution of
role theory that have surfaced recently. Although in advanced courses, extensive
discussions on role theory and related ideas can be found in multiple texts, the term
“role” doesn‟t appear exclusively in the majority of text books in basic sociology courses.
Role as a term is often addressed under the cover of topics such as “the self”, “groups”,
“institutions”, and “role taking”. Biddle (2013) uses the writings of Joann Keyton
(1999) and Donelson Forsyth (1999) to illustrate this trend in which the work of each
author dedicates entire chapters to the concept of roles and related idea among
individuals and groups. Concepts that relate to role theory such as socialization and role
conflict or terms associated with role theory such as norms and roles are generally
presented rather candidly. Biddle (2013) describes that role defined refers to specific
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patterns of behavior that are associated with individuals or recognized identities; and
norms are defined as shared expectations for conduct that may apply to all persons in the
group or only to certain identities are acceptable depictions of the terms.
Biddle (2013) points out that characterizing the lives of individuals who share a
professional identity or discussing the relationships among members in a particular
organization continues is a second way in which some authors are utilizing role concepts.
The use of role theory concepts is clearly observed throughout the literature with the
recognition of word usage such as “role”, “norms” or “role expectations‟ which typically
refers to differentiated behaviors and ideas about behaviors respectfully (Biddle, 2013).
Ronald Heck and Philip Hallinger (1999) writings on the role of the school principal, and
Biddle (1997) work, the role of the school teacher, serves as examples of role theory
concepts being employed in this manner (Biddle, 2013).
Biddle (2013) describes a third trend in the use of role theory is its application in
interpreting findings in analysis of the differences between men and women in terms of
their behavior, challenges and perspectives. Alice Eagly‟s (1987, 1995) work on
interpreting evidence about gender differences in behavior is one example. Eagly posits
that gender roles are sustained because of role-appropriate expectation development of
gender specific behaviors. She also asserts that, the differences observed in role
performance is caused by societal structural influences and will likely vary among
different cultures. Eagly‟s (1987, 1995) assertions are inconsistent with evolutionary
psychologist who support the notion that differences found in gender behavior is a result
of evolutionary genetics and are universal traits. Criticism of Eagly‟s perspective on
gender roles might be due to a misinterpretation of the extent of her argument. Biddle
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(2013) affirms that there are likely multiple versions of the role theory concept as it
relates to gender. However, only one perspective was discussed by Eagly in her 1987
book outlining the subject.
A final, fourth trend observed by Biddle (2013) is the seemingly repetitive
discovery and publishing of versions role theory by authors who have recently discovered
role concepts. The authors seemed to continuously be intrigued with the potential for
developing new understandings or providing a foundation for problem solving in related
fields. The work of James Montgomery (1998) as cited in Biddle (2013) illustrates this.
Previous worked by Granovetter (1985) was cited as an introduction in Montgomery‟s
article. Biddle (2013)cited that Montgomery emphasized the authors argument that "
economic action is embedded in social relationships and that rational choice theorists
have subsequently explored this insight through research on prisoner‟s dilemma games in
which long-term interaction is thought to be governed by general assumptions about
calculative trust.” This thesis lacked strong scientifically tested data to support the
author‟s position. Based on research conducted by James March (1994), Montgomery (as
cited in Biddle, 2013) suggested that the case for concluding that conventions are adopted
by individuals regarding their social identities which have been assumed by themselves
and others can be strengthened. Further Montgomery (as cited in Biddle, 2013) offered
that identities assumed by these individuals are and that these identities are accompanied
by with common behavioral expectations that are suitable within the relationship.
Montgomery adds that relationships differ extensively when the other person is a
nonthreatening friend as oppose to an assumption that the other person is merely an
individual with specific motives (Biddle, 2013). .

59

Montgomery‟s (1998) established very clear and practical debates on his view of
social relationships. In addition, the implications of his arguments are logically outlined
(Montgomery 1998). However; Biddle (2013) criticizes that Montgomery extends his
deliberation on his perspective of role concepts by emphasizing the similarities of his
work with other inquiries such as cognitive psychology, situation theory, artificial
intelligence and identity processes, artificial intelligence, situation theory, and cognitive
psychology. Montgomery seems to have been successful at linking his work with certain
aspects of role theory in established perspectives of role concepts. However; his work
doesn‟t reflect a familiarity with much of the current work in role concepts which is
consistent with many newcomers to role theory. His apparent lack of a comprehensive
knowledge of the collective perspectives of role theory allows a propensity for
inconsistencies with usage of related vocabulary according to Biddle (2013). As an
example, some readers may be confused by Montgomery‟s reference to shared
expectations about behaviors as rules and social identities as roles. Moreover, it appears
that the accepted work of established role theorist on Montgomery‟s topic is unfamiliar
to him. Biddle (2013) criticizes that much of the argument that Montgomery is making
was made forty years, ago by John Thibaut and Harold Kelly (1959) as asserted by
Biddle (2013). There is certainly no scholarly benefit for in any field in which
researchers fail to properly acquaint themselves with prior inquiry into.
Role theory and the future. Inconsistencies in usage of related vocabulary,
understanding of theoretical concepts coupled with turgid effort as describe by Biddle
(2013) and the limited scope of recent theorist and their critics, has weekend the ideology
of role theory as the previous illustrations have proposed (Biddle, 2013). Yet, social
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psychology and sociology, behavior expectations and individual societal roles and
positions continue to be influence social assumptions with issues involving role theory.
Developing common cognition, terminology and consistent application of concepts, will
further the knowledge and influence of role theory (Biddle, 2013).
Role Construct
Overview of Role Construct. Role construction for involvement and a sense
efficacy for assisting in the academic success of their child in school are two systems of
beliefs that influence parental involvement (Hoover-Dempsey et al., 2004). HooverDempsey et al. (2004) suggest that the conviction that parents‟ personal actions will
positively affect their children‟s learning is efficacy. Shared or personal responsibility
regarding the child‟s educational outcomes and whether or not one should be actively
engaged in learning process of the child is viewed as parental role construction (HooverDempsey et al., 2004).
Actions that parents chose to become involved in subsequent to their beliefs
regarding their responsibility associated with their children‟s schooling is defined as
parental role construction (Hoover-Dempsey & Sandier, 1995, 1997; Hoover-Dempsey,
Wilkins, Sandier, & O'Connor, 2004; Walker et al., 2005, in this issue).Hoover-Dempsey
et al. (2004) asserts that what parents should do to rear their children effectively, what
parents should do at home to help children succeed in school and parents beliefs about
how children develop influences role construction for their involvement in their child‟s
education. Expectations regarding parents‟ responsibilities relevant to their child‟s
education of individuals and groups important to the parent shapes role construction as
well (Hoover-Dempsey et al., 2004). Consequently, role construction is fashioned by the
expectations of important social groups and significant personal beliefs and therefore is
socially constructed (Hoover-Dempsey et al., 2004). Parents' experiences over time with
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individuals and groups related to schooling produces role construction as postulated by
Hoover-Dempsey et al. (2004). Hoover-Dempsey et al. (2004) posits that such
experiences prolonged others related to the child‟s education, prior involvement
experiences and personal experiences with their child‟s education. Parents‟ role
construction for involvement is apt to change because it is socially constructed. That
change may be in response to changes in social conditions as well as intentional role
construction alteration efforts as emphasized by various researchers (e.g., Biddle, 1979,
1986; Chrispeels & Rivero, 2001; Hoover-Dempsey & Sandier, 1997) as cited in HooverDempsey et al. (2004).
Various researchers have found evidence that supports positive links between
parents‟ engagement in intellectually stimulating activities with their children and their
beliefs that they should take an active role in their children's education. These findings
are also evident in various cultural groups (Chrispeels & Rivero 2001, Grolnick, Benjet,
Kurowski, & Apostoleris, 1997, 2001). Hoover-Dempsey et al. (2004) suggest that
considerable support for the importance of role construction in parents‟ involvement
decisions is offered by several researchers. Inquiry into parent involvement practices of
African American, Caucasian, and Latino elementary students in relation to role
construction by Drummond and Stipek (2004) highlighted the idea that role construction
as significantly influential on involvement activities. In addition, Hoover-Dempsey et al.
(2004) points out that Drummond and Stipek‟s study reported that social influence
impacted parents ‟ideas about appropriate roles in children's education. For instance,
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Drummon and Stipek (2004) offers that parents' beliefs about the importance of their help
in particular areas related to their child‟s education increased when teachers offered
recommendations about parental help with learning in specific areas. In a study of parents
of elementary students in urban and suburban schools Sheldon (2002) indicated that role
construction predicted parents' home- and school-based involvement activities. Among
Latino parents of elementary and secondary students parental role construction was the
strongest predictor for involvement prior to participation in a parent education program.
The programs focused on knowledge of the schools and which reinforced parents‟ role
beliefs and involvement (Gonzalez & Chrispeels, 2004). Further, Trevino (2004)
suggests that evidence exist that role construction for involvement is active in parents of
high-performing secondary students from Latino migrant families. Additionally Scriber,
Young, and Pedroza (1999) emphasizes that positive links between school emphases on
collaborative relationships with parents and parents' construction of active roles in
children's schooling have been reported.
Hoover-Dempsey et al. (2005) asserts that parents are inclined to make decisions
about active involvement in their child‟s education if they are highly efficacious. In
addition, they are likely to achieve successful outcomes in the face of challenges.
Bandura (1997) affirms that decisions about goals one chooses to pursue and the
persistence taken in pursuit of those goals are substantively associated to an individual‟s
by self-efficacy. Various researchers suggest self-efficacy theory submits that decisions
to become involved in their child‟s education are made partially with consideration of the
outcomes of their actions (Bandura, 1997; Hoover-Dempsey, Bassler, &Brissic, 1992).
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Bandura (1989) attest that based on their appraisal of their capabilities; parents develop
behavioral goals for their involvement.
Conversely, reduced parental expectations regarding outcomes in relation to their
efforts to engage in actions to help in their child‟s schoolings and lack of persistence
when faced with challenges are characteristic of low self-efficacy (Hoover-Dempsey &
Sandier, 1997).Hoover-Dempsey et al. (2005) propose that self-efficacy is socially
constructed are strongly influenced by important others. The foundation for self-efficacy
includes four primary categories of personal experiences as described by Bandura (1989,
1997). Bandura (1989, 1997) advises that the physical and affective states that
individuals process as information about the importance of given goals and personal
ability to achieve them (physiological arousal), encouragement from important others that
one is capable of successful performance (verbal persuasion), observing similar others'
success in achieving goals in the area (vicarious experiences), and success in achieving
goals in the given area (personal mastery experiences).
Supporting children's educational activities and developing their self-management
skills for effective learning is more likely achieved by parents who have higher efficacy
for managing promoting middle school students‟ academic development (Bandura et al.,
1996).Parental involvement and parental monitoring of students is forecasted
considerably by parental efficacy (Shumow & Lomax, 2002). Subsequently, measures of
students‟ positive student outcomes are can be projected by the degree that parents are
involvement and monitor student progress (Shumow & Lomax, 2002).Higher
involvement was observed among parents with greater efficacy within three general
aspects of involvement as observed in inquiry of parents‟ perceptions of personal efficacy
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in association to children‟s education (Grolnick et al., 1997). The study revealed that
increases in behaviors associated with involvement, parental engagement with children in
intellectually stimulating activities and monitoring their child‟s progress are consistently
characteristic of strong self-efficacy. Hoover-Dempsey et al. (2005) proposes that
predicted associations between parental involvement and parent self-efficacy are
theoretically supported by current research as illustrated above.
Positive associations between parents‟ efficacy and parental involvement have
been supported by other researchers and found consistent outcomes in multiple cultural
groups to include African Americans, Hispanic, and Euro American populations. (e.g.,
Eccles & Harold, 1996; Hoover-Dempsey et al, 1992; Sheldon, 2002) and at school (e.g.,
Hoover- Dempsey et al., 1992; Seefeldt, Denton, Galper, &Younoszai, 1998; Shumow &
Lomax, 2002). The idea that self-efficacy is also connected with important parental
attributes is supported by several researchers. Aspirations for the child and confidence in
the child‟s ability to achieve is offered by Wentzel (1998), parents‟ capacity to manage a
sensible path between involvement and employment demands is suggested by Weiss et
al. (2003), and Soodak et al. (2002) postulates that parents‟ sense of “empowerment” in
supporting the child's educational interests in the school system are indicators of parent
efficacy (as cited in Hoover-Dempsey et al., 2005).
Self-efficacy and role construction are powerful influences on parental involvement.
Positive associations between the two and parental involvement have been observed
across cultural boundaries, educational levels, socioeconomic status, ethnic variations,
and student educational levels(Hoover-Dempsey et al., 2005).

65

Hoover-Dempsey et al. (2005) described their platform for creating a process to
measure parental role construct. Hoover-Dempsey and Sandler (1995, 1997) suggested
that parents‟ choices to become involved in their children‟s education are a function in
part of parental construction for involvement. The foregoing assessment was a reflection
of their consideration of empirical and theoretical literature in (Hoover-Dempsey et al.,
2005). The effort to establish a “theoretical grounded, reliable survey” instrument that
would include crucial elements of role construct was initiated by analyzing parent
responses to interviews that acquired information regarding their involvement. A
continuous cycle of interactions among empirical, ideological and practical issues that
frequently accompany efforts to comprehend parental involvement and its effect on
student achievement is described using information from various stages in this process
(Hoover-Dempsey et al., 2005).
Hoover-Dempsey et al. (2005) offers a description of their process for developing and
appropriately modifying a measuring for assessing parental role construct is based on role
theory concepts. Qualitative and quantitative methods to develop surveys employed in
this process are emphasized, describe theoretical and methodological and theoretical
problems encountered are discussed, and corrective action to address issues are
examined. The process ended with reflection on the benefits of parental involvement on
children‟s schooling and the role parents play in that interaction (Hoover-Dempsey et al.,
2005).
The perspectives of various professionals including theorist, researchers and
practitioners have proposed the idea that parents‟ perception of their roles in their
children‟s schooling are significant in comprehending their cognitive process in
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determining whether or not to be involved. Hoover-Dempsey et al. (2005) offer that selfexpectations in one‟s role in involvement in children‟s schooling, understanding of
expectations of significant others‟ expectations of one‟s role and one‟s role behavior
characteristic are fundamentals on which role construction occurs. Further, a focus on
common group goals assumed by the individual is a characteristic of roles (HooverDempsey & Jones, 1997). Bandura (1989) asserts that as individual roles are defined and
assumed, such goals are motivators and are cognitively stored for future action.
Subsequently, the cognition of events associated with roles serve as performance
motivators and conduct regulators (Bandura, 1989). Hoover-Dempsey and Jones‟ (1997)
proposal that individual institutionalized behaviors, values associated with acceptable
outcomes and goals are consistent with motivational connections between behavior and
goals.
Parental role construction as defined by Hoover-Dempsey et al. (2005) in its
relationship to parental involvement of a parents in educating their children is defined as
parental beliefs about what one is supposed to do, as a parent, in relation to the child‟s
education and the behaviors characteristically enacted in service of these of these beliefs.
Hoover-Dempsey and Sandler (1997) posit that because it influences how parental
cognition and behavior cognate to an array of activities potentially significant to positive
educational outcomes for their child, role construction serves as a motivator of parental
involvement. Role construction is substantial in parents‟ influence on educational
achievement for students because it delineates the actions that parents interpret as
essential, relevant and acceptable in their involvement in their child‟s education (HooverDempsey & Sandler, 1997).
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Considering earlier work of Hoover-Dempsey and Sandler (1997) and HooverDempsey et al. (2005) developed a process to measure role construct for parental
involvement. Quantitative methods were initially employed to assess the articulated
attitudes, perceptions and behaviors associated with their involvement in their children‟s
education against the theoretical formulation. Based on evidence obtained from the
results of this a survey tool was developed. A practical, comprehensive and logical tool
was constructed as the writers refined the survey tool by testing a variety of parent
groups. The major steps in the process are described below.
Initial Qualitative Work
Initially, data used in earlier work of Hoover-Dempsey and Sandler (1995) was
used as a data source for this process. Specifically, data from a sample of 69 parents of
public of public elementary school students; grades 2 and 4, were examined. HooverDempsey et al. (2005) focused on perceptions and conducts of parents relating to their
activities and responsibilities associated with their children‟s education. Interviews were
quite comprehensive and provided an opportunity for parents to present and examine
multiple ideas. Interview included questions that motivated parents to discuss concerns
of their child‟s development and education goals , behavior goals related to activities in
which parents might be involved, their personal expectations of their role as a parent of a
school aged child, significant others expectations of their involvement, explanations of
usual involvement conducts, opinions of challenges experienced in the educational
process of the child and their response to those challenges (Hoover-Dempsey et al.,
2005). Audio taping of interviews provided verbal transcription for analysis of parent
responses.
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A wide-ranging organizational foundation was developed to measure role
construction for parental involvement as described by the Role Construction Coding
Scheme proposed by Hoover-Dempsey et al. (2005). Qualitative method as utilized by
Constas (1992) and Hoover-Dempsey et al. (1995) was employed to perform content
analyses on interview transcripts with consideration for proposed role construction
indicators (Hoover-Dempsey et al., 2005).
The foundation for developing a process to measure role construction was
directed by data and theory (Hoover-Dempsey et al., 2005). Three chief components
evolved as the final composition of this framework:
1. Beliefs and values were the first major component and consisted of two
principal categories.
a. Parents‟ believes and values that advocated that adults were the
keepers of knowledge and students were merely passive recipients of
the knowledge. This category supported the belief that academic and
behavioral norms were set and children should fit within those norms.
b. Parents‟ beliefs and values that advocated that uniqueness and
individuality are qualities in children that should be valued and
cultivated (Hoover-Dempsey et al., 2005).
2. Actions and behaviors in their child‟s daily education was a second primary
component of the framework which was composed of three categories. They
included (a) beliefs that the parent is mainly accountable for the daily
education of the child; (b) beliefs that held that the school is mainly
accountable for the daily education of the child; and (c) beliefs that held that
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the daily education of the child is the responsibility of the parent-school
partnership (Hoover-Dempsey, 2005).
3. The focus of the third major component was the actions and behaviors of
parents focused on parents‟ actions and behaviors in connection to crises that
occur commonly in children‟s education. There were three categories
outlined in this component as well and included (a) common crises that occur
in education are to primarily resolved by the parents; (b) common crises that
occur in education are to primarily resolved by the school; and (c) resolution
to common educational crisis is primarily achieved by the school-parent
partnership (Hoover-Dempsey et al., 2005).
Hoover-Dempsey et al. (2005) applied the framework coupled with a coding
scheme to an additional sample of interview in which 74 parents of K-6 public school
students were included. The aforementioned three primary components were supported
by coding for over 9,000 interview statements and a significant relationship was found
between child conformity values and those three components through correlational
analyses. The three primary patterns were labeled as:
1. Parent-focused
2. School-focused
3. Partnership-focused
While examining interview responses and coding data, Hoover-Dempsey et al.
(2004) a notion that parents‟ perspectives and behaviors connected to daily education of
the child and resolving common crises in education are viewed as two unrelated areas of
parental construction materialized . This notion was supported correlation data that

70

suggested daily education of the student and resolution of common educational crisis
which were to two substantial categories found in the actions and behaviors component
of the framework, had a minimal statistically significant relationship (Hoover-Dempsey
et al., 2004). Subsequently, continued efforts to develop an appropriate measure for role
construction focused solely on parent‟s beliefs and behaviors associated with the daily
education of the child (Hoover-Dempsey et al., 2004).
A logical and valuable coding scheme was developed that supplemented analyses
of thorough interviews of parents of public elementary school K-6 students. The
interviews solicited responded to questions that addressed parent reported behaviors,
cognition and opinions that pertained to their involvement in their child‟s education
(Hoover-Dempsey et al., 2004).
Hoover-Dempsey et al. (2004) affirmed that data collection and analysis processes
were time consuming due to the nature of the data imposing limitations and the
functionality of the coding scheme. Therefore, methods of measuring role construction in
multifaceted, larger parent groups and collaborating with contributive schools and groups
of parents to propose relevant and valuable data for practical use were limited.
Subsequently, employment of these qualitative data and results to develop an objective
measure of the construct were the focus of next steps in measuring role constructions
(Hoover-Dempsey et al., 2004).
Developing an Objective Measure of Parental Role Construction
In an effort to develop an objective measure of parental role construction,
Hoover-Dempsey et al. (2004) first created an evaluative survey questionnaire focused on
parental role construct in larger parent sample groups. Seventy two items reflecting the

71

belief and behavioral components of the three major role construction ideologies were
identified initially to ensure optimal utility of interview data and coding across all facets
of role construction. The 72 items included 24 items per each of three major components.
Consequently, the measure was reduced to 25 items with significant individual concepts
beliefs within each of the three components being retained in an effort to balance
theoretical and conceptual integrity with pragmatic issues related to scale length (HooverDempsey et al., 2004). The refining process yielded a 25-items measure that comprised 9
parent-focused items, 7 school-focused items, and 9 partnership-focused items. The
subscales achieved satisfactory reliabilities (parent-focused: .88; school-focused: .70;
partnership-focused: .83) when administered to a pilot sample of 50 parents of
elementary students according to Hoover-Dempsey et al. (2004).
Some of the items from the 25 measure scale were eliminated to reduce the length
in preparation for its inclusion in an anticipated first year of a four year research project
as explained by (Hoover-Dempsey & Sandler, 2000). Hoover-Dempsey et al. (2004)
asserted that items that could be answered within the context a „disagree very strongly‟ to
„agree very strongly‟ 6-point Likert type response scale denoting role construction beliefs
and behavior were included. The surveyed attained. The scales achieved suitable
reliabilities, parent-focused role construction (8 items) = .62; school-focused role
construction (8 items) = .63; partnership-focused role construction (7 items) = .72, as a
result of being administered to a sample group containing 887 parents of public
elementary school children in grades 1-6 (Hoover-Dempsey et al., 2004).
Integrating Conceptual and Methodological Issues. A summary of a minor
group of procedural and conjectural concerns that developed during the evaluation
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process of measuring role construct was completed following the results of the survey.
Hoover-Dempsey et al. (2004) asserts that growing theoretical and logical concerns about
the school-focused role position subscale was the focus of one set of concerns. Broader
conjectural and practical concerns about the uncompromising approach to role
construction were an additional focus. Misconceptions that developed between
theoretical propositions that beliefs and behaviors construct roles and the researchers‟
desire to consider parents‟ involvement decision and conducts were predicted by role
construct was still another focus (Hoover-Dempsey et al., 2004).
Hoover-Dempsey et al. (2004) predicated that during the initial phase of the
development process for measuring role construct, a concern arose regarding schoolfocused role construction. During interview data analyses researchers observed schoolfocused role beliefs and behaviors assumed a passive characteristic. Specifically, parents
who align with the school-focused ideology tend to wait for school action or inquiry.
Further, passive acceptance and sometimes reluctant submission to school officials‟
decisions about the child is often associated with this orientation (Hoover-Dempsey et al.,
2004). The passive nature of parent behavior in the school-focused perspective of role
construct coupled with the extremely limited availability of concrete items to use in this
subscale was of substantial concern during efforts to identify behavioral items to
measure. Although belief items were significantly easier to identify and were available in
reasonable portions, behavioral items remained difficult to ascertain (Hoover-Dempsey et
al., 2004).
Substantial limitations to comprehending the multifaceted functioning of role
construct were posed by depending on an unconditional approach to understanding role
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construction. Engagement with others, response to individual action, observations and
beliefs are responsible for role development (Hoover-Dempsey et al., 2004). Constant
review of the qualitative data and consideration of role concepts suggested that parents‟
role perspectives continually develop and change due to current role perspectives and
attitudes in each new school or situation. Hoover-Dempsey et al. (2004) suggest that
conceptual proposals that roles are socially constructed appear divergent to reliance on
categorical approaches to understanding role construct. As well, such categorical
approach is inconsistent with implications that parents‟ beliefs and conduct are likely to
evolve or change as context evolve or change (Hoover-Dempsey et al., 2004).
In refocusing our attention from considering role as a construct in itself to role as
a predictor of parental decisions to become involved in their child‟s schooling and
behaviors associated with that decision Hoover-Dempsey et al. (2004) observed the
advent of a final concern. Hoover-Dempsey et al. (2004) asserted that role behaviors
could not reasonably be used to predict involvement behaviors with or without being
combined with role beliefs, although theoretical literature unequivocally recognize role
behaviors and beliefs as fundamental components of role. In a revision administered to
495 public elementary students in which the item stem was altered from a quantitative
measure of the number of times parents engaged particular behaviors to parents‟
probability of being involved in specific behaviors as requested by the child‟s teacher, a
different coherent method to operationalizing and evaluating role construction as a
predicator of parental involvement was pursued after an unproductive attempt to examine
hypothetical behaviors instead of characteristic behaviors (Hoover-Dempsey et al., 2004).
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Reconceptualizing role construction. A principal components factor analysis
was conducted on previously collected survey data as an initial response to the
aforementioned concerns. The analysis was completed to ascertain confirmation on
patterns of role construction observed in the qualitative data (Hoover-Dempsey et al.,
2004). Analysis results suggested that one factor encompassed parent-and partnershipfocused survey items which were consistent with continued theoretical discussions.
School-focused items were contained in another factor as pointed out by HooverDempsey et al. (2004). Consistent with a robust interpretation that parent-focused
patterns and partnership focused patters are fundamentally associated through the same
role beliefs which offer that parents should be active in their approach to being involved
in children‟s schooling, analogous to the interview data proposal, the analysis findings
presented confirmation (Hoover-Dempsey et al., 2004). A passive position towards
involvement was reflected in an assessment of school-focused factor items. Although
data revealed statistically significant on passivity and school-focused factor items;
assigning conceptual meaning to a „passivity score‟ continued to be difficult. Therefore a
Role Activity Beliefs Scale, reflecting a decision that one continuous scale could be used
to assess the beliefs component of role construction (high scores indicating more active
role beliefs, low scores less active beliefs), was adopted (Hoover-Dempsey et al., 2004).
Re-constructing role behaviors. Hoover-Dempsey et al. (2004) asserted that
using an alternative component in lieu of the “characteristic behaviors‟ component was as
a second step in responding to the concerns that developed during data analyses. The
alternative component allowed valuable insight into behavior and offered an
understanding of role construction while avoiding confusion with involvement behaviors
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as a dependent variable. Consideration of the interview data, specifically the idea of
frequent referencing of personal school experience as a source of current involvement
attitudes and ideas‟, which was a commonality in multiple interviews, was continuously
revisited according to (Hoover-Dempsey et al., 2004). Parents‟ general affinity towards
school was seemingly the catalyst for this concept. The idea that parents‟ behavior as it
relates to involvement in their child‟s education might be influenced by their personal
school experiences was labeled “Valence Toward School‟ and defined as the degree a
parent is attracted to or repelled from school based on personal experiences (HooverDempsey et al., 2004). The expectation was that this concept in combination with role
activity beliefs might substantially add to role construction as it corresponds to parental
involvement (Hoover-Dempsey et al., 2004).
A Revised Measure of Role Construction. Hoover-Dempsey et al. (2004)
described that satisfactory reliability figures for the Role Activity Beliefs scale were
generated during the trial study. The stem “I believe that…” which included 10 items
was utilized by the Role Activity Beliefs scale. Respondents were required to circle
numbers on a 6 point likert scale that best corresponded to their perception of personal
school experiences.
The hypothesized role categories were best explained by a three-cluster solution
as suggested by cluster analysis on the pilot data. Specifically, because disengaged
parents are very unlikely to respond to research relying on voluntary participation the
“disengaged” cluster noted in the matrix is conceptually sensible, but likely to remain an
empty cell (Hoover-Dempsey et al., 2004).
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Hoover-Dempsey et al. (2004) found acceptable reliabilities were produced
through successive administration of the two role construction scales to a sample of 358
parents of public school students in grades 4-6. The data implied that parents who
responded were among those oriented to more positive valence toward school and more
active role beliefs. A bivariate correlation conducted between the two scales, r=.25,
p<.01, proposed a low relationship among the two components. Hoover-Dempsey et al.
(2004) also found that a strong relationship exist between Role Activity Beliefs and
home-based involvement. However a lesser relationship is implied between Valence
toward School and involvement. Considering this data in the proposed matrix revealed
that most parents clustered in the partnership quadrant. Hoover-Dempsey et al. (2004)
proposes as an explanation that this clustering might be related to a unique sample, given
previous findings of parent-focused, school-focused and partnership-focused orientations
in varied parent samples (Hoover-Dempsey et al., 2004).
Observations and next steps. Since parents‟ decisions to become involved in
their children‟s education is strongly determined by their parental role construction for
involvement, it is imperative that a comprehension of the components of the construct
exist as well as strong measurement properties in an appropriate tool designed to assess
the construct (Hoover-Dempsey & Sandler, 1995, 1997). Hoover-Dempsey and Sandler
(1995, 1997) asserts that comprehension of the parental role construct components and
employing an instrument to assess the construct is critical to understanding its
contributions to parents‟ decisions to become involved.
In an effort to develop a scale for assessing role construction that included a
strong theoretical base, empirical support, was relatively easy and practical to use, and
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allowed assessments of relationships of principal interest, worked through a series of
replications and modifications. Each step in the development process presented new
leanings that highlighted the importance of considering the multiple interactions among
pragmatic, theoretical and measurement issues that associate with instrument
development (Hoover-Dempsey & Sandler, 1995, 1997). Negotiating a strong
commitment to maintaining the theoretical integrity of role as composed of both beliefs
and characteristic behaviors respective to the conceptual priority Hoover-Dempsey and
Sandler‟s model gives to role construction as a predictor of involvement is an illustration
according to Hoover-Dempsey and Sandler (1995, 1997). Parents were asked to think
about hypothetical rather than actual behaviors as indicators of role behavior in the
researchers‟ initial effort to address the confound between characteristic behaviors as an
element of role construction and reported involvement behaviors as a dependent variable
of major interest involved (Hoover-Dempsey & Sandler, 1995, 1997). The difficulty of
maintaining clarity about the hypothetical nature of the behavioral report in which the
specific question asked parents what would they do as oppose to what did they usually
do, was apparent, however, in parent comments and responses (Hoover-Dempsey
& Sandler, 1995, 1997). Hoover-Dempsey and Sandler (1995, 1997) suggest that the
pragmatic importance of keeping objective survey instruments) clear, direct, and
relatively straightforward was accentuated by the aforementioned observations. As
described by Hoover-Dempsey and Sandler (1995, 1997) objective survey instruments do
not allow opportunities for clarification and discussion.
The current operational definition of role construction for measurement purposes
offered by Hoover-Dempsey and Sandler (1995, 1997) consist of two elements, role
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activity beliefs and valence toward school. Valence towards school is defined as an
indicator of predisposition toward school-related behaviors according to HooverDempsey and Sandler (1995, 1997). The definition is promising because according to
Hoover-Dempsey and Sandler (1995, 1997) it lends potential of assessment of role
construction as a continuous variable that is theoretically and earnestly subject to
modification and change as social context changes. Hoover-Dempsey and Sandler (1995,
1997) adds that it also offers the probability of understanding role construction as
unconditional clusters of belief and behavior that are characteristic of parents groups.
Promoting understandings of groups and individuals as well as inspiring interventions or
modifications in the service of increasingly effective parental involvement renders access
to such information extremely valuable to the extent that the patterns of belief and
behavior are typically attached to categories (Hoover-Dempsey & Sandler, 1995, 1997).
It is probable that implications for practitioners are present in the theoretical
framework of role construction and the categorical work with role construction to
enhance the frequency and quality of parental involvement in children‟s education
(Hoover-Dempsey & Sandler, 1995, 1997). The fact that roles are socially constructed
means that all members of the social group (school, families, and school-family
interactions) influence the roles that parents adopt regarding involvement in their
children‟s schooling are influenced by all parties of the social group because roles are
socially constructed (Hoover-Dempsey & Sandler, 1995, 1997). Most parents likely
began any school year with a predilection to a particular role construction predicated by
their own schooling experiences and their experiences with their children‟s schooling
(Hoover-Dempsey & Sandler, 1995, 1997). However, Hoover-Dempsey and Sandler
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(1995, 1997) suggest that roles can change according to the social context. The
importance of a welcoming school environment, specific invitations and suggestions
from teachers, and invitations to involvement from students as important contributors to
active, partnership-focused role construction is emphasized by continuous inquiries by
various researchers (Balli, Demo, & Wedman, 1998; Epstein, 1986; Griffith, 1996;
Hoover-Dempsey & Sandler, 1995, 1997; Shumow, 1998). Subsequently, parents‟ ideas
about what they can and should be doing in relation to their children‟s schooling are
greatly influenced by schools and school officials as they act as members of the social
context within which children‟s education is set. As stated earlier, all members of the
social context such as schools, teachers, and community groups have the power to inspire
parents‟ role construction toward active and positive involvement in children‟s education
whether at home or school (Hoover-Dempsey & Sandler, 1995, 1997). Hoover-Dempsey
and Sandler (1997, 1995) proposes that when the school, community and parent‟s
comprehension of factors that promote effective parental involvement advances, effective
interventions to improve family-school relationships will be realized and ultimately
improve student achievement.
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Chapter 3
Research Methodology
Chapter 3 describes the methodology that was used to conduct this study. The
purpose of this study is to examine parental perception of parental involvement and
determine if there is a significant difference in that perception in regards to ethnicity in
terms of involvement in their child‟s education in a mid-south suburban school district
that is comprised of urban, suburban and rural schools. This chapter described the
research design of this study, population and sample, survey instrument, as well as the
data collection and analysis procedures. The chapter will conclude with a summary.
Statement of the Problem
Huang and Mason (2008) “asserts that empirical evidence supports the concept
that student achievement is influenced by what parents believe, how they behave and the
type of activities in which they engage in association with their children‟s education”
(p.20). The well documented lack of parental involvement within public schools coupled
with the research that supports its benefits and strategies to improve effective parental
involvement has been an inclusive focus of public policy as it relates to improving
education (No Child Left Behind Act 2001). Chayatin and Garza-Lubeck (1990) affirms
that increases in student achievement are directly related to parent involvement in
education. This study analyzed the relationship between selected parent perception
variables and the influence on involvement in their child‟s education in amid-south
suburban school district.
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Research Questions
For the purpose of this research, the following questions were addressed in the
dissertation:
1. What role does a parent‟s perception of child rearing values, goals, and
expectations have when considering academic norms and behavior norms at
school?
2. What role does parent‟s reported actions and behaviors have in child‟s day-to-day
education?
3. What role does parent‟s reported actions and behaviors related to major
educational decisions have in the child‟s education?
4. Is there a significant difference in parents‟ perception of parental engagement
based on ethnicity on the thirty three individual items and across the four
constructs?
Methods
Charles (1998) asserts that research is commonly categorized according to the
general methodology. Qualitative, quantitative, experimental or non-experimental
methodology may be used by researchers in educational inquires to frame their study
(Charles, 1998). Creswell (2008) emphasizes that the quantitative approach utilizes data
from human samples and places the data in predetermined categories for statistical
analysis. Creswell (2008) also adds that the researcher is allowed to study specific
questions, collect quantifiable data from selected participants, and analyze the
information gathered using statistical procedures by employing quantitative methodology
which leads to an unbiased and objective interpretation of data. Patton (1997) asserts that
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questionnaires, tests, records, and standardized observation instruments can serve as an
appropriate source for data when utilizing the quantitative approach to research.
The quantitative methodology is a useful research design for explaining the
relationship among variables (Creswell, 2008). A quantitative research design was
employed to organize the methodology in this study. Glatthorn and Joyner (2005) assert
that quantitative research implies that there is an “objective reality” that can be gathered
and statistically analyzed numerically. The researcher will gain the capacity to describe
and examine relationships among the variables identified for the current study through
this method. Size of measurement and exploration of relationships through descriptive
research, correlation research and group comparisons are emphasized in a quantitative
viewpoint. In a non-experimental design, descriptive and correlation statistics will be
used to describe characteristics of the population and be used to indicate the degree of
relationship between two or more variables in this study (McMillian, 2008).
Population and Sample
The target population for this study included parents of elementary (k-5) and
secondary (6-12) students in a mid-south suburban school district that consist of rural,
urban and suburban schools. The school district has between 40,000 and 45,000 students.
The school district is diverse with almost 45% of the student being minority. The survey
was made available via the internet for all k-12 parents of students in the school district.
The sample population in this study is representative of the target population and includes
responses from 300 parents. Prior to the data collection phase of the study, flyers containing a
description and purpose of the study were submitted to the schools. In addition, the school district
provided a link on their website for parents to access the survey.
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Survey Instrument
The researcher is interested in examining the perceptions of parents on their role
in involvement in their children‟s education, examining how parents perceive the school
and school officials‟ perception of parental involvement as well determining if there is a
relationship between parents‟ attitudes about their role in involvement and school
officials‟ attitudes about parent roles in involvement.
The questionnaire that will be utilized will be based on the results of HooverDempsey et al. (2004) inquiry regarding the influence of role construction on parents‟
decisions to become involved. The researchers used an interview format in which
parents‟ responses were organized into three primary trends of parental perception. The
perception categories included (1) Parent-focused as it relates to their involvement; (2)
School-focused as it relates to their involvement; and (3) Partnership-focused as it relates
to their involvement. This researcher will design a survey which will solicit demographic
data from the participants including gender, age, grade level of child, enrollment status of
child (whether or not the child is enrolled in the school to which they are zoned), primary
language spoken in the home and ethnicity and race. Participants will also respond to
questions that investigate participants‟ perception of parental involvement in children‟s
education. The survey contained 40 items organized into four major categories:
(1)Parental role construct component: Parent‟s child-rearing values, goals, and
expectations, (2) Parental role construct component: Parent‟s reported actions and
behaviors in child‟s day-to-day education, and (3) Parental role construct component:
Parent‟s reported actions and behaviors related to major educational decisions or
“common crises‟ in the child‟s education. The fourth category sought to gain insight into
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parent efficacy and perception of the effectiveness of the schools‟ parent involvement
activities. Each response was measured on a 4-point Likert scale which measured the
level of agreement or disagreement to the statement (1 = strongly agree, 2 = agree, 3 =
disagree and 4 = strongly disagree). Research question one will be addressed from
analysis of survey questions7-13, research question two will be addressed by survey
questions 14-27, and research question three will be addressed by survey questions 28-38.
Survey question 39 will obtain parents‟ general efficacy regarding their role in their
child‟s education and survey question 40 will ascertain parents‟ general belief of the
effectiveness of the schools current parental involvement effort as it relates to increasing
their child‟s academic achievement.
Reliability
The reliability and content validity of the instrument for this study was tested by
selected principals in Arkansas and West Tennessee who have strived to improve parental
engagement in their schools as identified in this study. For the purpose of content
validity, participants were asked to measure content appropriateness and clarity for each
item on the survey represented in each section of the instrument. Principals were also
asked to determine the following questions about the instrument:
1. Are the questions formatted appropriately, coherent and easily understood?
2. Can the answers to the survey questions be used to assess the parental role
construct component of child-rearing values, goals, and expectations, reported
actions and behaviors in day-to-day education, reported and behaviors related to
major educational decisions or “common crises” in the child education, efficacy
and perceptions of the effectiveness of the schools‟ parent involvement activities?
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3. How long does it take to complete the survey?
4. Are the directions clear?
5. In order to determine the reliability of the instrument, the researcher searched for
consistency among the selected principals responses to the questions listed above.
Also, the researcher examined the degree to which different raters gave consistent
answers to the content validity test questions.
Data Collection
Before the initiation of the study, the researcher obtained permission from the
appropriate authority in the mid-south suburban school district. Additionally, necessary
approval was obtained from the University of Memphis‟ Internal Review Board (IRB).
The required forms were submitted to seek approval to conduct the study. Once
permission was granted the researcher forwarded a letter outlining the purpose of the
study and the data that was to be collected to the appropriate authority. A copy of this
correspondence was included with the paperwork submitted to the IRB. A survey was
conducted using Survey Monkey. Participants were instructed to access and complete the
internet-based survey within two-weeks of their confirmation to participate. Follow up
messages were sent one week after the confirmation and again just before the two week
period concluded. Returns were initially low. Therefore, the time period was extended
for two additional weeks. The results of the information gathered were used to provide in
depth insight into parent perceptions of various aspects of involvement in their child‟s
education in a suburban mid-south school district.
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Analysis of Data
Data describing parent perceptions of their involvement in their child‟s education
via a survey was obtained, examined, and analyzed. The data gathered was analyzed
using the Statistical Package for the Social Sciences (SPSS) software for proper
interpretative results. Data analysis was based on the research questions and research
design of this study.
A descriptive analysis was performed on the sample group to obtain a vivid
understanding of the population of K-12 parents. Descriptive and Correlation analysis
was utilized to analyze the data. Correlation analysis was used to determine if there was
a significant difference in parent perception of parental involvement among Caucasian
and non-Caucasian respondents. The results of analysis procedures were interpreted and
evaluated for implications. In the chapters that follow, the results are evaluated,
conclusions are drawn, and recommendations are presented.
Summary
This chapter provided a description of the research design and rationale for
selecting the research strategy used in this study. The chapter also examined the data
collection procedures and method of analysis that were used to gather and interpret the
information studied. The population for this study consisted of a representative sample of
parents of K-12 students in a suburban mid-south school district. The data collected from
a parent involvement survey was compiled using a spreadsheet program and analyzed in
this chapter. However, the next chapter presents the results of this study in a table format
with an explanation of the results.
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Chapter 4
Analysis and Findings
Chapter 4 of this study presents the results of an analysis of the questionnaire that
was based on the Hoover-Dempsey et al. (2004) inquiry regarding the influence of role
construction on parents‟ decisions to become involved. This study examined parents‟
literal involvement in their children‟s schooling and their subjective involvement in their
children‟s schooling. The data collected in 2013 was from a sample of parents of
elementary (K-5) and secondary (6-12) students in a mid-south suburban school district
that consist of rural, urban and suburban schools. The researcher approached the four
research questions posed by this study in a quantitative fashion, using a venue of inquiry
commonly referred to as “survey research.” The purpose of this study was to examine
the perception of parents as it relates to parental involvement in their children‟s schooling
and to determine if there is a significant difference in parent perception in regards to
ethnicity.
Through the use of descriptive analysis procedure was used to report the
demographic characteristics of participants. Descriptive and correlation analysis
procedures were used to report participants‟ responses to the survey questions. Those
responses provided the answers for the research questions. The analyses of both are
presented in tables. The demographic data was determined by responses to the first 6
survey questions. The demographic characteristics solicited included age, gender, race,
primary language spoken in the home, grade level of the child, and the school to which
the child is zoned. Following the demographic section, successive tables are presented in
response to the five major categories corresponding to the research questions. The five
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categories are: 1) Parental role construct component: Parent‟s child-rearing values, goals,
and expectations; 2) Parental role construct component: Parent‟s reported actions and
behaviors in child‟s day-to-day education; 3) Parental role construct component: Parent‟s
reported actions and behaviors related to major educational decisions or “common crises”
in the child‟s education; 4) Parent efficacy and perceptions of the effectiveness of the
schools‟ parent involvement activities; and 5) Parents‟ perception of parental engagement
based on participant ethnicity, the 33 individual items and the four constructs.
Sample Demographics
Respondents consisted of 249 participants. The majority of the responses were
obtained from females in the 35-44 age range. In regards to age, (43.8%, n = 109) were in
the age range of 35-44 which represented the largest number of participants. The highest
rate of responses was from parents of high school students and the fewest responses were
from parents of kindergarten students. The majority of the respondents were African
American followed by Caucasians. Most of the respondents indicated that their child was
enrolled in a school to which the child was zoned. English is the dominant language
spoken in the home of an overwhelming majority of the respondents (see Table 3).
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Table 3
Characteristics of Sampled Respondents (n=249)

Characteristic

n

%

58
109
77

23.8
44.7
31.6

197
49

80.1
19.9

38
86
63

15.3
34.5
25.3
41.0

162
79

67.2
32.8

87
152
3
1
3
4

34.9
61.0
1.2
0.4
1.2
1.6

243
3

98.8
1.2

Age
18 to 34
35 to 44
Over 45
Gender
Female
Male
Grade Levels Selected
Kindergarten
Elementary
Middle
High School
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School Enrolled and Zone Match
Yes
No
Race
Caucasian
Black or African-American
Asian
American Indian/Alaska Native
Hispanic
Other
Language Spoken at Home
English
Other.
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Data Analysis and Results
The parent involvement survey contained a series of statements regarding the
relationship between parents ‟literal involvement and their subjective involvement in
their children‟s schooling. There were 36 survey questions divided into five categories
that addressed the relationship. Each survey question response was measured on a 4point Likert scale which measured the level of agreement or disagreement to the
statement (1 = strongly agree, 2 = agree, 3 = disagree and 4 = strongly disagree).
However, the responses in the “disagree” and “strongly disagree” categories were smaller
than the responses in the “agree” and strongly agree” categories. Collapsing from four to
two categories “agree” and disagree” provided for a better understanding of the
responses. For the sake of analysis, all non-Caucasian groups were combined into multiethnicity. Results were reported as all respondents, multi-ethnic, and Caucasian.
Survey questions 7-13 provided the response for research question 1. Survey
questions 14-27 provided the response for research question 2. Research question 3
results came from survey questions 28-38. The results from the survey are presented in
tables 3 through 16. The results have been rounded up or down for clarity. Table 4
presents the findings for the first research question: What role does a parent’s perception
of child rearing values, goals, and expectations have when considering academic and
behavior norms at school? Survey questions 7, 9 and 11 pertained to academic
expectations and questions 8, 10, 12, and 13pertained to behavior expectations.
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Table 4
Frequencies and Percentages of Parents’ Responses to Items Concerning Child-Rearing
Values, Goals, and Expectations on Academic and Behavior Norms: All Respondents
Agree

Disagree

Item

Academic Norms
7. You focus on your child fitting into the
academic norms of the school.
9. Your child's self-esteem, confidence and
interest should be the focus when considering
the academic expectations of the school.
11. Your child's special learning needs and
individual learning style should be the focus
when considering academic expectations of the
school.
Behavior Norms
8. You focus on your child fitting into the
behavioral norms of the school.
10. Your child's self-esteem, confidence and
interest should be the focus when considering
the behavioral expectations on the school.
12. Your child's special learning needs and
individual learning style should be the focus
when considering behavioral expectations of
the school.
13. You seek your child's opinion; listen to your
child's ideas or version of school related issues.

n

%

n

%

134

91.8

12

8.2

127

87.6

18

12.4

138

95.8

6

4.2

127

86.4

20

13.6

127

87.6

18

12.4

138

94.5

8

5.5

140

97.2

4

2.8

The highest and lowest responses will be reported for academic and behavior
norms. The areas with the highest response rates were question 11“Your child‟s special
learning needs and individual learning style should be the focus when considering
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academic expectations of the school (95.8%, n= 138)” and question 13 “You seek your
child's opinion; listen to your child‟s ideas or version of school related issues (97.2%, n=
140).”The areas with the lowest responses were question 10 “Your child's self-esteem,
confidence and interest should be the focus when considering the academic expectations
on the school (87.6, n=127)” and question 8 “You focus on your child fitting into the
behavioral norms of the school (86.4%, n=127).” In Table 5 the findings for the first
research questionnaire continued. Table 5 will report for multi ethnicity because the two
largest groups were blacks and Caucasians. As mentioned earlier, for the sake of
analysis, all non-Caucasian groups were combined into multi-ethnicity.
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Table 5
Frequencies and Percentages of Parents’ Responses to Items Concerning Child-Rearing
Values, Goals, and Expectations on Academic and Behavior norms: Multi-Ethnic
Respondents
Agree

Disagree

Item

Academic Norms
7. You focus on your child fitting into the
academic norms of the school.
9. Your child's self-esteem, confidence and
interest should be the focus when considering
the academic expectations of the school.
11. Your child's special learning needs and
individual learning style should be the focus
when considering academic expectations of the
school.
Behavior Norms
8. You focus on your child fitting into the
behavioral norms of the school.
10. Your child's self-esteem, confidence and
interest should be the focus when considering
the behavioral expectations on the school.
12. Your child's special learning needs and
individual learning style should be the focus
when considering behavioral expectations of
the school.
13. You seek your child's opinion; listen to your
child's ideas or version of school related issues.

n

%

n

%

134

91.8

12

8.2

127

87.6

18

12.4

138

95.8

6

4.2

127

86.4

20

13.6

127

87.6

18

12.4

138

94.5

8

5.5

140

97.2

4

2.8

The highest response rates were question 11“Your child's special learning needs
and individual learning style should be the focus when considering behavioral
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expectations of the school(95.8%, n = 138)” and “You seek your child's opinion; listen to
your child's ideas or version of school related issues, question 13 (97.2%, n = 140)”.
The areas with the lowest responses were question 8 “Your child's self-esteem,
confidence and interest should be the focus when considering the behavioral
expectations on the school” and question 9 “Your child's self-esteem, confidence and
interest should be the focus when considering the academic expectations of the school.”
In Table 6 the findings for the first research question are continued. Table 6
reports the responses of Caucasian respondents.
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Table 6

Frequencies and Percentages of Parents’ Responses to Items Concerning Child-Rearing
Values, Goals, and Expectations on Academic and Behavior norms: Caucasian
Respondents
Agree

Disagree

Item

Academic Norms
7. You focus on your child fitting into the
academic norms of the school.
9. Your child's self-esteem, confidence and
interest should be the focus when considering
the academic expectations of the school.
11. Your child's special learning needs and
individual learning style should be the focus
when considering academic expectations of the
school.
Behavior Norms
8. You focus on your child fitting into the
behavioral norms of the school.
10. Your child's self-esteem, confidence and
interest should be the focus when considering
the behavioral expectations on the school.
12. Your child's special learning needs and
individual learning style should be the focus
when considering behavioral expectations of
the school.
13. You seek your child's opinion; listen to your
child's ideas or version of school related issues.

n

%

n

%

134

91.8

12

8.2

127

87.6

18

12.4

138

95.8

6

4.2

127

86.4

20

13.6

127

87.6

18

12.4

138

94.5

8

5.5

140

97.2

4

2.8

The areas with the highest response rates were question 11 “Your child's special
learning needs and individual learning style should be the focus when considering
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academic expectations of the school (95.8%, n = 138)” and question 13 “You seek your
child's opinion; listen to your child's ideas or version of school related issues (97.2%, n =
140)”. The areas with the lowest responses were question 9 “Your child's self-esteem,
confidence and interest should be the focus when considering the academic expectations
of the school (87.6%, n = 127) and question 10 “Your child's self-esteem, confidence and
interest should be the focus when considering the behavioral expectations of the school
(87.6%, n = 127).”
In table 7 the findings for research question 2 is presented for all respondents:
What role does parent’s reported actions and behaviors have in their child’s day-to-day
education? Survey questions 14 – 27addresses this question.
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Table 7
Frequencies and Percentages of Parents’ Responses to Items Concerning Their Reported
Actions and Behaviors in Child’s Day-to-Day Education: All Respondents
Agree
Item

Disagree

n

%

n

%

221

98.2

4

1.8

217

98.2

4

1.8

220

99.5

1

0.5

20

9.0

201

91.0

195

88.2

26

11.8

184

83.6

36

16.4

20. Your child's teacher(s) consistently
collaborate(s) with you regarding your child's
education.

150

69.1

67

30.9

21. Your child's teacher(s) consistently
communicate(s) with you regarding your child's
education.

158

72.1

61

27.9

216

98.2

4

1.8

197

90.0

22

10.0

207

96.3

8

3.7

210

97.2

6

2.8

165

77.1

49

22.9

201

94.8

11

5.2

14. You believe helping your child understand
homework assignments improves his/her
academic success.
15. You actively monitor your child's overall
academic progress at home or at school.
16. Your behavior and interest are an important
model for your child.
17. You should wait for the school staff or
teacher to initiate communication if your child
has a problem at school.
18. You have confidence in what your child's
school staff says, does or expects.
19. You follow the school's lead in considering
your child's day-to-day education.

22. You value your child's suggestions.
23. Your expectations for your child are
supported by your child's school.
24. You seek to establish a relationship with
your child's teacher(s).
25. You seek to understand the school's point of
view regarding your child's education.
26. You volunteer at your school.
27. You contribute to your child's school. (i.e.
supporting fundraisers etc.)
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The areas with the highest response rates were question 16 “Your behavior and
interest are an important model for your child (99.5%, n = 220)” and question 14 “You
believe helping your child understand homework assignments improve his/her academic
success (98.2%, n = 221).” The lowest response rates were question 20 “Your child's
teacher(s) consistently collaborate(s) with you regarding your child's education (69.1%, n
= 150)” and question 17 “You should wait for the school staff or teacher to initiate
communication if your child has a problem at school (9.0%, n = 20 agree).”
In table 8 the findings for research question 2 are continued and are presented by
multi-ethnicity.
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Table 8

Frequencies and Percentages of Parents’ Responses to Items Concerning Their Reported
Actions and Behaviors in Child’s Day-to-Day Education: Multi-Ethnic Respondents
Agree
Item

14. You believe helping your child understand
homework assignments improves his/her
academic success.
15. You actively monitor your child's overall
academic progress at home or at school.
16. Your behavior and interest are an important
model for your child.
17. You should wait for the school staff or
teacher to initiate communication if your child
has a problem at school.
18. You have confidence in what your child's
school staff says, does or expects.
19. You follow the school's lead in considering
your child's day-to-day education.
20. Your child's teacher(s) consistently
collaborate(s) with you regarding your child's
education.
21. Your child's teacher(s) consistently
communicate(s) with you regarding your
child's education.
22. You value your child's suggestions.
23. Your expectations for your child are
supported by your child's school.
24. You seek to establish a relationship with
your child's teacher(s).
25. You seek to understand the school's point
of view regarding your child's education.
26. You volunteer at your school.
27. You contribute to your child's school. (i.e.
supporting fundraisers etc.)
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Disagree

n

%

n

%

143

97.9

3

2.1

138

97.2

4

2.8

141

99.3

1

0.7

16

11.3

126

88.7

124

87.3

18

12.7

117

82.4

25

17.6

104

74.3

36

25.7

108

76.1

34

23.9

140

99.3

1

0.7

129

90.8

13

9.2

131

94.9

7

5.1

134

96.4

5

3.6

106

76.8

32

23.2

130

94.9

7

5.1

In the multi-ethnic respondents, the areas with the highest response rates were,
“You value your child‟s suggestions question 22 (99.3%, n = 140)” and “Your behavior
and interest are an important model for your child question 16 (99.3%, n = 140).” The
lowest response rates were question 20 “Your child's teacher(s) consistently
collaborate(s) with you regarding your child's education (74.3, n = 104)” and question 17
“You should wait for the school staff or teacher to initiate communication if your child
has a problem at school (11.3%, n = 16).” Analysis of Caucasian respondents is
presented in Table 9.
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Table 9

Frequencies and Percentages of Parents’ Responses to Items Concerning Their Reported
Actions and Behaviors in Child’s Day-to-Day Education: Caucasian Respondents
Agree

Disagree

Item
14. You believe helping your child understand
homework assignments improves his/her
academic success.
15. You actively monitor your child's overall
academic progress at home or at school.
16. Your behavior and interest are an important
model for your child.
17. You should wait for the school staff or
teacher to initiate communication if your child
has a problem at school.
18. You have confidence in what your child's
school staff says, does or expects.
19. You follow the school's lead in considering
your child's day-to-day education.
20. Your child's teacher(s) consistently
collaborate(s) with you regarding your child's
education.
21. Your child's teacher(s) consistently
communicate(s) with you regarding your child's
education.
22. You value your child's suggestions.
23. Your expectations for your child are
supported by your child's school.
24. You seek to establish a relationship with
your child's teacher(s).
25. You seek to understand the school's point of
view regarding your child's education.
26. You volunteer at your school.
27. You contribute to your child's school. (i.e.
supporting fundraisers etc.)
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n

%

n

%

78

98.7

1

1.3

79

100.0

0

0.0

79

100.0

0

0.0

4

5.1

75

94.9

71

89.9

8

10.1

67

85.9

11

14.1

46

59.7

31

40.3

50

64.9

27

35.1

76

96.2

3

3.8

68

88.3

9

11.7

76

98.7

1

1.3

76

98.7

1

1.3

59

77.6

17

22.4

71

94.7

4

5.3

In the Caucasian respondents, the areas with the highest response rates were question
15 “You actively monitor your child's overall academic progress at home or at school
(100%, n =79) agree)”and question 16 “Your behavior and interests are an important
model for your child (100%, n = 79). The lowest response rates were question 20 “Your
child's teacher(s) consistently collaborate(s) with you regarding your child's education
(59.7%, n = 46)” and question 17 “You should wait for the school staff or teacher to
initiate communication if your child has a problem at school (5.1%, n = 4).”
Table 10 presents the findings for research question three and reports on all
respondents: What role does parent’s reported actions and behaviors related to major
educational decisions have in the child’s education? Research question three is addressed
by analysis of survey questions 28-38.
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Table 10
Frequencies and Percentages of Parents’ Responses to Items Concerning Their Reported
Actions and Behaviors Related to Major Educational Decisions: All Respondents
Agree

Disagree

Item
n

%

n

%

188

87.4

27

12.6

203

94.9

11

5.1

174

82.1

38

17.9

185

86.0

30

14.0

175

82.5

37

17.5

133

63.0

78

37.0

184

86.0

30

14.0

163

76.9

49

23.1

36. It is the joint responsibility of the parent
and school to identify problems in relation to
your child's education.

207

98.6

3

1.4

37. It is the joint responsibility of the parent
and school to make decisions in relation to your
child's education.

202

97.1

6

2.9

38. It is the joint responsibility of the parent
and school to determine whether or not
additional services for your child are
successful.

206

97.6

5

2.4

28. It is your responsibility to identify problems
in relation to your child's education.
29. It is your responsibility to make decisions in
relation to your child's education.
30. It is your responsibility to identify
additional services for your child.
31. It is your responsibility to determine
whether or not additional services needed for
your child are successful.
32. It is the school's responsibility to identify
problems in relation to your child's education.
33. It is the school's responsibility to make
decisions in relation to your child's education.
34. It is the school's responsibility to identify
additional services needed for your child.
35. It is the school's responsibility to determine
whether or not additional services needed for
your child are successful.
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The areas with the highest response rates were “It is the joint responsibility of the
parent and school to identify problems in relation to your child's education question 36
(98.6%, n = 207)” and “It is the joint responsibility of the parent and school to determine
whether or not additional services for your child are successful question 38 (97.6%, n =
206).” The areas with the lowest response rates were “It is the school's responsibility to
determine whether or not additional services needed for your child are successful
question 35 (76.9%, n = 163)” and “It is the school's responsibility to make decisions in
relation to your child's education, question 33 (63.0%, n = 133).” Table 11 presents an
analysis of multi-ethnicity respondents in regards to research question four.
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Table 11

Frequencies and Percentages of Parents’ Responses to Items Concerning Their Reported
Actions and Behaviors Related to Major Educational Decisions: Multi-Ethnic
Respondents
Agree

Disagree

Item
n

%

n

%

125

89.9

14

10.1

131

94.2

8

5.8

117

85.4

20

14.6

119

86.2

19

13.8

106

77.9

30

22.1

81

59.6

55

40.4

116

84.7

21

15.3

102

75.0

34

25.0

36. It is the joint responsibility of the parent
and school to identify problems in relation to
your child's education.

134

98.5

2

1.5

37. It is the joint responsibility of the parent
and school to make decisions in relation to your
child's education.

129

96.3

5

3.7

38. It is the joint responsibility of the parent
and school to determine whether or not
additional services for your child are
successful.

131

97.0

4

3.0

28. It is your responsibility to identify problems
in relation to your child's education.
29. It is your responsibility to make decisions in
relation to your child's education.
30. It is your responsibility to identify
additional services for your child.
31. It is your responsibility to determine
whether or not additional services needed for
your child are successful.
32. It is the school's responsibility to identify
problems in relation to your child's education.
33. It is the school's responsibility to make
decisions in relation to your child's education.
34. It is the school's responsibility to identify
additional services needed for your child.
35. It is the school's responsibility to determine
whether or not additional services needed for
your child are successful.
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In the multi-ethnic respondents, the areas with the highest response rates in were “It is
the joint responsibility of the parent and school to identify problems in relation to your
child's education, question 36 (98.5%, n = 134)” and “It is the joint responsibility of the
parent and school to determine whether or not additional services for your child are
successful, question 38 (97.0%, n = 131).” The areas with the lowest response rates were
“It is the school‟s responsibility to determine whether or not additional services needed
for our child are successful, question 35 (75.0%, n = 102) and “It is the school's
responsibility to identify problems in relation to your child's education, question 33
(59.6%, n = 81).”
Table 12 presents an analysis of Caucasian respondents.
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Table 12

Frequencies and Percentages of Parents’ Responses to Items Concerning Their Reported
Actions and Behaviors Related to Major Educational Decisions: Caucasian Respondents
Agree

Disagree

Item
n

%

n

%

63

82.9

13

17.1

72

96.0

3

4.0

57

76.0

18

24.0

66

85.7

11

14.3

69

90.8

7

9.2

52

69.3

23

30.7

68

88.3

9

11.7

61

80.3

15

19.7

36. It is the joint responsibility of the parent
and school to identify problems in relation to
your child's education.

73

98.6

1

1.4

37. It is the joint responsibility of the parent
and school to make decisions in relation to your
child's education.

73

98.6

1

1.4

38. It is the joint responsibility of the parent
and school to determine whether or not
additional services for your child are
successful.

75

98.7

1

1.3

28. It is your responsibility to identify problems
in relation to your child's education.
29. It is your responsibility to make decisions in
relation to your child's education.
30. It is your responsibility to identify
additional services for your child.
31. It is your responsibility to determine
whether or not additional services needed for
your child are successful.
32. It is the school's responsibility to identify
problems in relation to your child's education.
33. It is the school's responsibility to make
decisions in relation to your child's education.
34. It is the school's responsibility to identify
additional services needed for your child.
35. It is the school's responsibility to determine
whether or not additional services needed for
your child are successful.
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The areas with the highest response rates in category four were question 38“It is the
joint responsibility of the parent and school to determine whether or not additional
services for your child are successful (98.7%, n = 75)” and question 36“It is the joint
responsibility of the parent and school to identify problems in relation to your child's
education (98.6%, = 73).” The areas with the lowest response rates were question 30 “It
is your responsibility to identify additional services for your child (76.0%, n = 57)” and
question 33 “It is the school's responsibility to make decisions in relation to your child's
education (69.3%, n = 52).”
Survey question 40 obtained parents‟ general efficacy regarding their role in
their child‟s education and survey question 41 ascertained parents‟ general belief of the
effectiveness of the schools current parental involvement efforts as it relates to increasing
their child‟s academic achievement. Table 13 presents an analysis of data on all
respondents, non-Caucasian respondents and Caucasian respondents.
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Table 13
Parent Efficacy and Perception of School Initiated Programs
Agree
Item

Disagree

n

%

n

%

210

99.1

2

0.9

199

93.0

15

7.0

40. Your involvement makes a difference in
your child's education.

134

98.5

2

1.5

41. Parent involvement activities initiated by
your child's school increase academic
achievement for your child.

126

91.3

12

8.7

40. Your involvement makes a difference in
your child's education.

76

100.0

0

0.0

41. Parent involvement activities initiated by
your child's school increase academic
achievement for your child.

73

96.1

3

3.9

All
40. Your involvement makes a difference in
your child's education.
41. Parent involvement activities initiated by
your child's school increase academic
achievement for your child.
Multi-Ethnic

Caucasians

Regarding whether their involvement makes a difference in their child‟s education,
question 40, the majority of all respondents (99.1%, n= 210), multi-ethnic respondents
(98.5, n = 134) and Caucasian respondents (100%, n = 76) agree. Question 41 solicited
parents perception to whether their parents involvement activities initiated by their
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Child‟s school increase academic achievement for their child. In this regard, the majority
of all respondents (93.0%, n = 199), majority of multi-ethnic respondents (91.3%, n =
126) and majority Caucasian respondents (96.1%, n = 73) agree. The responses among
multi-ethnic parents and Caucasian parents were consistent with that of all respondents.
The majority of respondents in each category agree.
Table 14 presents the findings for the fourth research questions: Is there a significant
difference in parents’ perception of parental engagement based on ethnicity on the thirty
three individual items and across the four constructs? A correlation analysis of multiethnicity and Caucasians using a phi coefficient is presented with regards to responses to
the research question. The phi coefficient is a correlation between two variables that have
been dichotomously coded (i.e. agree/disagree and multi-ethnic/Caucasian). It is
interpreted just like a regular correlation (Liu, 1980).
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Table 14
Correlation Analysis of Caucasians and Multi-Ethnic Respondents

Item
7. You focus on your child fitting into the
academic norms of the school.
8. You focus on your child fitting into the
behavioral norms of the school.
9. Your child's self-esteem, confidence and
interest should be the focus when considering the
academic expectations of the school.
10. Your child's self-esteem, confidence and
interest should be the focus when considering the
behavioral expectations on the school.
11. Your child's special learning needs and
individual learning style should be the focus
when considering academic expectations of the
school.
12. Your child's special learning needs and
individual learning style should be the focus
when considering behavioral expectations of the
school.
13. You seek your child's opinion, listen to your
child's ideas or version of school related issues.

Whites
Agree
Disagree
n
%
n
%

Other Ethnicity
Agree
Disagree
n
%
n
%



72

91.1

7

8.9

134

91.8

12

8.2

.011

77

96.3

3

3.8

127

86.4

20

13.6

-0.16*

73

92.4

6

7.6

127

87.6

18

12.4

-.074

68

87.2

10

12.8

127

87.6

18

12.4

.006

75

94.9

4

5.1

138

95.8

6

4.2

.021

70

89.7

8

10.3

138

94.5

8

5.5

.088

75

94.9

4

5.1

140

97.2

4

2.8

.059
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There is a statistically significance in the responses for question eight: You focus
on your child fitting into the behavioral norms of the school. 96.3% of Caucasian
respondents agree and 86.4% of multi-ethnic respondents agree (phi coefficient, = 0.16*).
Table 15 presents a correlation analysis of responses to research question two;
Survey questions 28 -38: What role does parent’s reported actions and behaviors related
to major educational decisions have in the child’s education?
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Table 15
Phi Correlation Analysis of Parents’ Perception of Parental Engagement Based on Ethnicity on the 33Individual Items and
across the Four Constructs
Whites
Item
n
14. You believe helping your child
understand homework assignments
improves his/her academic success.
15. You actively monitor your
child's overall academic progress at
home or at school.
16. Your behavior and interest are
an important model for your child.
17. You should wait for the school
staff or teacher to initiate
communication if your child has a
problem at school.
18. You have confidence in what
your child's school staff says, does
or expects.
19. You follow the school's lead in
considering your child's day-to-day
education.

Agree
%

n

Disagree
%

Other Ethnicity
Agree
Disagree
n
%
n
%



78

98.7

1

1.3

143

97.9

3

2.1

-0.03

79

100.0

0

0.0

138

97.2

4

2.8

-0.10

79

100.0

0

0.0

141

99.3

1

0.7

-0.05

4

5.1

75

94.9

16

11.3

126

88.7

0.10

71

89.9

8

10.1

124

87.3

18

12.7

-0.04

67

85.9

11

14.1

117

82.4

25

17.6

-0.05

(Table Continues)
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Table 15 (Continued)
Phi Correlation Analysis of Parents’ Perception of Parental Engagement Based on Ethnicity on the 33Individual Items and
across the Four Constructs
Whites
Item
20. Your child's teacher(s)
consistently collaborate(s) with
you regarding your child's
education.
21. Your child's teacher(s)
consistently communicate(s) with
you regarding your child's
education.
22. You value your child's
suggestions.
23. Your expectations for your
child are supported by your
child's school.
24. You seek to establish a
relationship with your child's
teacher(s).
25. You seek to understand the
school's point of view regarding
your child's education.

Disagree
%

Other Ethnicity
Agree
Disagree
n
%
n
%



n

Agree
%

n

46

59.7

31

40.3

104

74.3

36

25.7

0.15

50

64.9

27

35.1

108

76.1

4

23.9

0.12

76

98.7

1

1.3

134

96.4

3.6

-0.07

5

Table (Continues)
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Table 15 (Continued)
Phi Correlation Analysis of Parents’ Perception of Parental Engagement Based on Ethnicity on the 33Individual Items and
across the Four Constructs
Whites
Item
n
26. You volunteer at your school.

Agree
%

n

Disagree
%

Other Ethnicity
Agree
Disagree
n
%
n
%



59

77.6

17

22.4

106

76.8

32

23.2

-0.01

71

94.7

4

5.3

130

94.9

7

5.1

0.01

27. You contribute to your child's
school. (i.e. supporting
fundraisers etc.)

There is not statistical significance implied in the responses to questions 14-27. Table 16 presents the phi correlation
analysis of the results of question three; research questions 28 – 38.
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Table 16
Phi Correlation Analysis of Parents’ Perception of Parental Engagement Based on Ethnicity
Whites
Item
n

Agree
%

n

Disagree
%

Other Ethnicity
Agree
Disagree
n
%
n
%



28. It is your responsibility to
identify problems in relation to
your child's education.

63

82.9

13

17.1

125

89.9

14

10.1

0.10

29. It is your responsibility to
make decisions in relation to your
child's education.

72

96.0

3

4.0

131

94.2

8

5.8

-0.04

30. It is your responsibility to
identify additional services for
your child.

57

76.0

18

24.0

117

85.4

20

14.6

0.12

31. It is your responsibility to
determine whether or not
additional services needed for
your child are successful.

66

85.7

11

14.3

119

86.2

19

13.8

0.01

69

90.8

7

9.2

106

77.9

30

22.1

-0.16*

32. It is the school's responsibility
to identify problems in relation to
your child's education.

Table (Continues)
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Table 16 (Continued)
Phi Correlation Analysis of Parents’ Perception of Parental Engagement Based on Ethnicity
Whites
Item
n

Agree
%

n

Disagree
%

Other Ethnicity
Agree
Disagree
n
%
n
%



33. It is the school's responsibility to
make decisions in relation to your
child's education.

52

69.3

23

30.7

81

59.6

55

40.4

-0.09

34. It is the school's responsibility to
identify additional services needed
for your child.

68

88.3

9

11.7

116

84.7

21

15.3

-0.05

35. It is the school's responsibility to
determine whether or not additional
services needed for your child are
successful.

61

80.3

15

19.7

102

75.0

34

25.0

-0.06

73

98.6

1

1.4

134

98.5

2

1.5

-0.01

73

98.6

1

1.4

129

96.3

5

3.7

-0.07

75

98.7

1

1.3

131

97.0

4

3.0

-0.05

36. It is the joint responsibility of the
parent and school to identify
problems in relation to your child's
education.
37. It is the joint responsibility of the
parent and school to identify
problems in relation to your child's
education.
38. It is the joint responsibility of the
parent and school to determine
whether or not additional services for
your child are successful.
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There is a statistically significance in the responses for question 32: It is the school’s responsibility to identify problems
in relation to your child’s education. 90.8% of Caucasian respondents agree and 77.9% of multi-ethnic respondents agree (phi
coefficient, = -0.16*).
Table 17 presents a phi correlation for Caucasians and multi-ethnicity for question 40: Your involvement makes a
difference in your child’s education and question 41: Parent involvement activities initiated by your child’s school increase
academic achievement for your child.

Table 17
Phi Correlation Analysis of Parents’ Perception of Parental Engagement Based on Ethnicity

Item
n

Whites
Agree
Disagree
%
n
%

Other Ethnicity
Agree
Disagree
n
%
n
%



40. Your involvement makes a difference in your
child's education.
41. Parent involvement activities initiated by
your child's school increase academic
achievement for your child.

76

100.0%

0

0.0%

134

98.5%

2

1.5%

-0.07

73

96.1%

3

3.9%

126

91.3%

12 8.7%

-0.09
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There is no statistically significance in responses of Caucasians and multiethnicity in question 40 and question 41.Table 18 presents averages for all scales using an
independent t test.
Summary
Chapter 4 of this study contained demographic analysis of participants, descript ive
analysis and phi correlation analysis of survey question responses. The survey was
created by the researcher and was based on the findings of a Hoover-Dempsey et al.
(2004) investigation which examined the influence of role construction on parents
„decisions to become involved in their child‟s schooling. This study explored parents‟
involvement in their children‟s schooling from a literal and subjective perspective. The
data used in this study was taken in 2013 from a sample of parents of elementary (K-5)
and secondary (6-12) students in a mid-south suburban school district that consist of
rural, urban and suburban schools.
A phi coefficient revealed homogeneous by ethnicity. There is not a statistically
significant difference in parents‟ perception of parental engagement based on ethnicity on
the 33 individual items and across the four constructs in the majority of the respondents.
“You focus on your child fitting into the behavioral norms of the school (Q 8)” and “It is
the school's responsibility to identify problems in relation to your child's education
(Q32)” are the only statistically significant items and imply that the ethnicity of the
respondents influences how they answered the questions. In Chapter 5 the conclusions,
implications, and suggested further researched will be discussed.
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Table 18
Averages for all scales using an independent t test
Multi-Ethnic

Scale

Caucasians

Alpha

t

p

0.41

0.78

-0.75

.457

1.85

0.31

0.77

-1.32

.188

69

1.68

0.32

0.81

0.62

.503

76

1.26

0.38

0.53

0.77

.443

n

M

SD

n

M

SD

Scale 1

140

1.58

0.46

76

1.63

Scale 2

131

1.79

0.32

74

Scale 3

124

1.71

0.42

Scale 4

136

1.31

0.47

There is no statistically significant difference in the mean of scale 1 through scale 4.
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Chapter 5
Discussion
This chapter is divided into five sections: overview, findings and conclusions,
implications, recommendations, and summary. The first section reviews the major
findings and methodology as presented in chapter 3 and chapter 4. The second section
highlights significant findings and derives conclusions based on the data presented. The
research questions are presented in the third section along with a narrative discussing the
findings of each found in chapter 4. The fourth section discusses implications and
limitations of Hoover-Dempsey‟s (2004) inquiry regarding the influence of role
construction on parents‟ decisions to become involved as it relates to this study. The
final section discusses recommendations for additional research.
Overview
Quantitative method was used for this study. Measurement volume and
examination of relationships through descriptive research, correlation research and group
comparisons are highlighted from a quantitative perspective. Data was obtained from
parents of elementary and secondary students in a mid -south suburban school district
that encompasses rural, urban and suburban schools.
The survey instrument was made available on a survey monkey website for all
participating. There were 224 total participants that responded. The survey tool was
designed by the researcher and consists of 40 questions that were organized into four
categories: (1) Parent-focused as it relates to their involvement; (2) School-focused as it
relates to their involvement; (3) Partnership-focused as it relates to their involvement and
(4) Parent Efficacy and perception of school parental engagement activities. A 4-point
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Likert scale designed to measure the level of agreement or disagreement to the statement
(1 = strongly agree, 2 = agree, 3 = disagree and 4 = strongly disagree) was used in the
survey.
Findings and Conclusions
Research Questions. The data revealed that most participants responded
similarly across all 32 items. The only statistically significant items were: “You focus on
your child fitting into the behavioral norms of the school” (Q 8) and “It is the school's
responsibility to identify problems in relation to your child's education” (Q32).
This finding is consistent with the argument that parents are involved effectively
in their children‟s education despite the consequences of cultural backgrounds and family
circumstances. Parents‟ perceptions guide their actions and level of support. Some might
contend that the expectations, values and goals of Caucasian children are quite different
from the multi-ethnic category, however; this argument is inconsistent with the findings
of this study.
Research question 1: What role does a parent‟s perception of child rearing values,
goals, and expectations have when considering academic and behavior norms at school?
A consistent theme that emerged is that perceptions are consistent across academic and
behavioral norms. Parents believe that their child should fit into the academic and
behavioral norms of the school overwhelmingly, however; they believe special attention
should be given to their child‟s special learning needs and individual learning styles.
This suggests that schools‟ focus on strategies and actions that attend to specific needs of
students academically and behaviorally might influence parents‟ perception of their
involvement. Most parents reported that their child‟s opinion and ideas are considered as
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it relates to the child‟s version of school related issues. This suggest that in addition to
creating and sustaining actions to support specific learning needs and styles of children,
schools should seek to become places where actions consider student perspectives and
understandings. Further, most parents in this study believed that as academic and
behavior norms are considered, their child‟s self-esteem, confidence and special interest
should be a focal point. Interestingly, how parents perceive how schools consider parents‟
beliefs regarding special interest of their child might be substantial in understanding how
and to what degree parents perceive a school‟s effectiveness in parent involvement
efforts. This understanding might also influence their perception of the school overall and
inform their motivation to become involved.
Research question 2: What role does parent’s reported actions and behaviors
have in their child’s day-to-day education?
The data supported the notion that the majority of the parents across ethnicity
groups favored an active approach to supporting their child‟s education.
Overwhelmingly, the data suggest that these parents believe that their interest and
behaviors are essential as models for their child. Actively monitoring their child‟s overall
academic progress is significant among these parents and they believe that actions such
as helping their child understand homework assignments positively influence his or her
academic success. Data suggest that most parents value their child‟s suggestions and
believe that the school supports their expectations for their child. The data also suggest
that the majority of the parents involved in this study appreciate a positive relationship
with their child‟s teachers and purpose aimed to establish meaningful relationships with
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school staff. They believe that considerable effort should be made to understand the
schools point of few as it relates to their child‟s education.
Fewer parents of all ethnic categories have confidence in what their child's school
staff says, does, expects or believe that they should follow the school's lead in
considering their child's day-to-day education. However, data implies that the majority
of the parents who participated in this study remained confident in the schools leadership,
assertions and actions as it relates to their child‟s learning. While the findings suggested
confidence in the schools‟ leadership, fewer parents across ethnic groups perceive
receiving adequate communication or collaboration from school staff and teachers.
Perhaps, if schools initiated and sustained actions that parents perceived as appropriate
communication and relevant collaboration, parents might see such actions as beneficial to
their child‟s education. Subsequently, a positive perception of parental involvement
actions initiated by the school will be fostered. Finally, very few parents across ethnic
categories of parents in this study believe that they should wait for the school staff or
teacher to initiate communication if your child has a problem at school. Therefore,
significant effort should be made by the school to ensure mechanisms are in place to
respond effectively to parent concerns regarding their child‟s education. Fewer parents
supported volunteering at their child‟s school; however, the data suggest that
contributions to their child's school such as supporting fundraisers are perceived by
parents as significant forms of involvement in their child‟s education. The implication
for schools is that effective parental involvement must extend beyond the notion of
having parent involvement limited to traditional task such volunteering or serving as
passive audiences in teacher or school led activities.

125

Research question 3: What role does parent’s reported actions and behaviors
related to major educational decisions have in the child’s education?
The data suggest that the majority of parents across ethnic groups support the
notion that the responsibility of identifying problems in relation to their child is shared
equally with the school and the parents. It was also apparent in this study that the
majority of parents across all ethnic groups believe that it is the joint responsibility of the
parents and school to determine whether or not additional services for their child are
successful. Fewer parents consider the school as having the sole responsibility of making
decisions in relation to their child‟s education or determining whether or not additional
services needed for their child are successful. This implies that inviting parents to
participate in planning, decision making and evaluating programs might influence their
involvement in their child‟s school.
Research question 4: Is there a significant difference in parents’ perception of
parental engagement based on ethnicity on the thirty three individual items and across
the four constructs?
Consisted with parent responses all ethnic groups that participated in this study,
the data suggested that there isn‟t a statistically significant difference in parents‟
perception of parental engagement based on ethnicity in response to either of the research
questions among the majority of the respondents. The only statistically significant
subjects were “You focus on your child fitting into the behavioral norms of the school”
(Q8) and “It is the school's responsibility to identify problems in relation to your child's
education” (Q32). These findings imply that the respondents‟ ethnicity has an influence
on how they answered the questions.
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Implications
Further research should seek to conduct a more in depth inquiry to determine
consistent factors that motivate particular groups of parents.

Hoover-Dempsey (2005)

sought to determine the answer to focused questions regarding specific constructs. For
example, to assess if parents‟ perceived life context limits the influence of motivational
beliefs and perceptions of initiations, they employed a mean-splits to create groups of
parents with higher and lower levels of time and energy. Further, efforts should be made
to clearly define what effective parental involvement is. This study suggested that there
is no statistically significant difference among respondents‟ answers to survey questions
across ethnic groups. Further research should be conducted to determine how parents‟
responses to the survey questions in this study translate into their involvement in their
child‟s education. Finally, schools should seek to determine factors that influence parental
involvement to subsequently foster an environment that is conducive to
effective, relevant parental involvement.
The literature pointed out that there were varying definitions and comprehensions of
the term, “Parental Involvement”. Henderson and Mapp (2002) suggest that a parent can
be a biological relation, legal guardian or someone acting as en loco de parentis and that
definitively describing what parental involvement is establishes consistent parameters.
Parent involvement is described by Hill et al. (2004) as the interaction of parents with
children and their schools to promote the achievement of their children. HooverDempsey et al. (2005) and Henderson (2002) suggest that parent involvement is the
consistent two- way, important communication regarding academic achievement and
other school activities which support student success ensuring that:
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Parents play an integral role in supporting their children‟s learning;



Parents are encouraged to be actively involved in their children‟s education at
school;



Parents are full partners in their children‟s education and are included, as
appropriate, in decision making and on advisory committees to assist in the
education of their child;



Parents assist in the completion of other activities, such as those described in
section 1118 of the No Child Left Behind Act which outlines six areas of parental
involvement.

Considering this, the implication is that practitioners might benefit from arriving at a
consensus among parents and school staff as to what meaningful parental involvement is
and developing multiple strategies to motivate parents to be involved. Further,
practitioners should aim to realize the significance of meaningful involvement once they
have garnered a clear understanding of parental involvement.
Enhanced school outcomes for students have traditionally been linked to parental
involvement. This is essentially a truism as evident in various writings. There are several
decades of research that supports the notion that a substantial method of involving parents
in the learning of their child and engaging in a significant role in their child‟s schooling is
directly connected to student achievement. Local, State and Federal agencies have
common a perspective of comprehensive role of families in their children‟s schooling.
The National Education Service (2009, p.2) offers that family engagement is a shared
responsibility among families, school staff and community members. This implies that a
current trend mirrors a shared responsibility for ensuring effective parental
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involvement. This is consistent with the findings in this study. The majority of parents
agreed that it is the joint responsibility of the parent and the school to make decisions as
it relates to their child‟s education and assess the success of services. Establishing a
meaningful parental involvement yields positive outcomes for students.
Hoover-Dempsey and Sandler‟s model established a theoretical framework for
understanding why parents choose to become involved in their children‟s learning and
how that involvement affects outcomes for children is was referenced. Current research
offers a method of understanding why parents become involved and what practices
motivate them to become involved. This study revealed that parents across multi-ethnic
groups responded similarly to questions across all constructs. Establishing a set of
strategies to influence and engage parents to become involved will empower practitioners
with appropriate tools.
As far as educators are concerned, the expectation of parents is that of servitude
accomplished by the execution of menial roles such as fundraisers, spectators and the like
(McGilp & Michael, 1994). Many parents believe that they are not sufficiently informed
in regards to their schooling. Many parents feel that educators overlooked as opposed to
being viewed as mutual partners in a meaningful relationship with their child‟s school
(Benson as cited in Pushor & Ruitenberg, 2005). However, Jeynes et al. (2005)
suggested that parental expectations appeared to have the greatest influence on student
achievement. When the school, community and parent‟s comprehension of factors that
encourage effective parental involvement advances, effective interventions to improve
family- school relationships will be realized and ultimately improve student
achievement (Hoover-Dempsey & Sandler 1995, 1997).
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The researchers offered a model that suggested that parents‟ decision to become
involved is chiefly due to their personal parental role construction that includes their
belief that they should be actively involved in their children‟s education. This
understanding of their role is consistent with this study in that the majority of parents
across all ethnic groups believed that their child benefits from their involvement in home
work and serving as a model for academic and behavior characteristics.
Human behavior is contextually differentiated and is linked to the actors‟ social
station and that expectations held by the actors and generate behavior is a common
vocabulary shared by role theorist despite their fundamental differences (Biddle, 2013).
Specifically, role theory assumes that actors are cognitive participants who are
remarkably aware of their roles. Further, alternative theoretical positions that lend
stronger emphasis to unconscious motives or behavior-inducing forces of which the actor
may be unaware can be contrasted with role theory (Biddle, 2013).
Parent involvement is greatly influenced by role construction for involvement and
a sense efficacy for supporting their child‟s academic success (Hoover-Dempsey et al.,
2004). Hoover-Dempsey et al. (2004) suggest that the conviction that parents‟ personal
actions will positively affect their children‟s learning is efficacy. Shared or personal
responsibility educational outcomes for their child and whether or not one should be
actively engaged in learning process of the child is defined as parental role construction.
Hoover-Dempsey and Sandler (1995, 1997) offered that because roles are socially
constructed, all members of the social group (school, families, and school-family
interactions) influence the roles that parents adopt regarding involvement in their
children‟s schooling are influenced by all parties of the social group because roles are
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socially constructed. Researchers emphasize that a hospitable school environment,
specific invitations from teachers, and invitations for involvement from students are
central catalysts to active, partnership-focused role construction (Balli, Demo, &
Wedman, 1998; Epstein, 1986; Griffith, 1996; Hoover-Dempsey, & Sandler, 1995, 1997;
Shumow, 1998). Finally, schools significantly influence parents‟ beliefs about what they
should be doing in relation to their child‟s schooling as postulated by Hoover- Dempsey
and Sandler (1995, 1997). There are several implications to consider: (1) How the
survey questions are answered is influenced by ethnicity; (2) Perception of parental
involvement is similar among the majority of parents across ethnic groups and; (3)
Parents across the three ethnic categories have similar goals, values and expectations for
their children and those goals, values and expectations motivate their involvement in their
child‟s education. To optimally engage most parents, involvement activities should be
designed and action oriented based on how parent groups perceive their involvement.
Giving attention to parent‟s perceptions of parental involvement and specific
motivational factors can be a catalyst to foster greater effective participation by parents as
suggested by Hoover-Dempsey et al. (2005).
Recommendations
Across the findings and suggestions is a resounding theme to consider with respect to
understanding parent perceptions and developing and sustaining substantial parent
involvement in schools. The belief that they should be actively involved in their child‟s
education and that it is the joint responsibility of the school and parent in the education of
their child is shared by the majority of parents across multi-ethnic groups and Caucasians
parents.
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Socio-economic Status (SES) describes a family‟s social standing or class as
described by Joanna (2013). SES indicates the family‟s current capacity to gain access to
economic and social resources. Multiple indicators are included in the conceptualization
of SES (Bollen, Glanville, & Stecklov, 2001). Family income, parents‟ education level,
and parents‟ occupations are three primary variables that are commonly used to appraise
SES. Bradley and Corwin (2002) asserts that the financial resources that are available to
a family are proportional to the family‟s income. Parents‟ social and human capitol or
social status and intellectual resources are indicated by parental education levels and
occupation (Bradley & Corwyn, 2002; Conger & Donnellan, 2007).
Joanna (2013) postulates that the financial level of families is usually associated with
high levels of parent education and occupational positions. This typically predisposes the
family to a quality of life that includes access to resources and more quality time spent
with children. Higher aspirations for their children‟s academic achievement are also
associated with a high financial level and occupational position (Joanna, 2013).
Therefore, further study will provide deeper insight by considering socioeconomic status
and educational levels of parents.
Schools must use a myriad of strategies that should include questionnaires, interviews
or focus groups to obtain specific feedback from parents to establish a blue print to
engage specific groups of parents. Practitioners must to seek develop meaningful
collaboration with parents with little respect to ethnicity. Finally, additional research
should consider providing open ended questions instead of focused questions to explore
more specifically how parents perceive their involvement and how parents perceive the
schools efforts to offer opportunities for significant involvement. Policy makers must
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consider information ascertained from various forms of parent perception data and act
diligently to establish policies that facilitate the work of practitioners as they develop
effective parental involvement practices.
Summary of the Study
The literature reviewed in this study included the benefit of effective parental
involvement on student achievement, the current perception of parents on schools and
school invitations to become involved, Epstein‟s six categories of parental involvement,
roles, role construction and Hoover-Dempsey and Sandler‟s framework for why parents
choose to become involved in their child‟s schooling. This research implies that
considerable effort must be made to engage parents in their children‟s schooling,
however; to best achieve this task, practitioners must explore parents‟ current
understanding of parental involvement, how parents view what actions they are to take in
regards to involvement and what are the expectations and perceived indicators of success
of desired outcomes for that involvement.
Four research questions guided this inquiry and sought to examine the
relationship between parents‟ literal involvement in their children‟s schooling and their
subjective involvement in their children‟s schooling. Consistent with current research is
the perception of parents that making decision regarding their child‟s education; deciding
on programs that serve their child or evaluating the effectiveness of those programs, is
the joint responsibility of the school and parent. Practitioners should make the effort to
understand the parents that they serve and convey that their opinions and suggestions are
desired and important. Parents must feel welcomed and valued as equal participants in
their child‟s education.
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APPENDIX A
Parental Perception of Parental Involvement Survey
Instructions: Parental involvement is described in various ways. To better design
involvement activities to meet the needs of all parents in support of their child‟s
education, it is important to understand how and why parents become and why parents
become involved. Please complete to following survey. Your input is extremely
valuable.
Please circle the answer that best describes you.
1. What is your age?
1 = 15-24 2 = 25-34

3 = 35-44

4 = 45-54

5 = 55-64

6 = over 64

2. What is your gender?
Male or

Female

3. What is your race?
Caucasian

Hispanic

African American

Asian

Other

4. What is the primary language spoken in your house?
English

Spanish

Other

5. What grade level is your Child(ren)?
1 =-Kindergarten

3 = Elementary

4 = Middle

5 = High

6. Is your child enrolled in the school to which he or she is zoned?
Yes

No

Please circle the answer that best describes your practices or beliefs.
1 = Strongly Agree

2 = Agree

3 = Disagree 4 = Strongly Disagree
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Category I. Parental role construct component: Parent‟s child-rearing values, goals, and
expectations.
7. You focus on your child fitting into the academic

1

2

3

4

8. You focus on your fitting into the behavioral norms 1

2

3

4

9. Your child‟s self-esteem, confidence and interest
1
2
4should be the focus when considering the academic

3

norms of the school.

of the school.

norms of the school.
10. Your child‟s self-esteem, confidence and interest

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

Should be the focus when considering the academic
norms of the school?
11. Your child‟s special learning needs and individual
learning style should be the focus when considering
the academic norms of the school?
12. Your child‟s special learning needs and individual
learning style should be the focus when considering
the behavior norms of the school?
13. Seek your child‟s opinion, listen to your child‟s
ideas or version of school related issues?
Category II. Parental role construct component: Parent‟s reported actions and behaviors in
child‟s day-to-day education.
14. You believe helping your child understand
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1

2

3

4

homework assignments his/her academic success?
15. You actively monitor your child‟s overall progress 1

2

3

4

1

2

3

4

17. You believe you should wait for the school staff or 1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

22. You value your child‟s suggestions.

1

2

3

4

23. Your expectations for your child are supported

1

2

3

4

1

2

3

4

academic progress at home or at school?
16. You believe that your behavior and interest are an
important model for your child.

teacher to initiate communication if your child has
a problem at school.
18. You have confidence in what your child‟s teacher
or school staff says, does or expects.
19. You follow the teacher or school‟s lead in
considering your child‟s day-to-day education.
20. Your child‟s teacher(s) consistently collaborate(s)
with you regarding your child‟s education.
21. Your child‟s teacher(s) consistently
communicate (s) with you regarding your child‟s
education.

by your child‟s school.
24. You seek to establish a relationship with your
child‟s teacher(s).
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25. You seek to understand the school or teacher‟s

1

2

3

4

26. You volunteer at your child‟s school.

1

2

3

4

27. You contribute to your child‟s school

1

2

3

4

perspective regarding your child‟s education.

(i.e. supporting fundraisers etc.)
Category III. Parental role construct component: Parent‟s reported actions and behaviors
related to major educational decisions or “common crises‟ in the child‟s education.
28. It is your responsibility to identify problems in

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

relation to your child‟s education.
29. It is your responsibility to make decisions in
relation to your child‟s education.
30. It is your responsibility to identify additional
services in relation to your child‟s education.
31. It is your responsibility to determine whether
or not additional services for your child are
successful.
32. It is the school‟s responsibility to identify
problems in relation to your child‟s education.
33. It is the school‟s responsibility to make decisions
In relation to your child‟s education.
34. It is the school‟s responsibility to identify
additional services in relation to your child‟s
education.
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35. It is the school‟s responsibility to determine

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

whether or not additional services for your child
are successful.
36. It is the joint responsibility of the parent and
school to identify problems in relations to your
child‟s education.
37. It is the joint responsibility of the parent and
school to make decisions in relation to your child‟s
education.
38. It is the joint responsibility of the parent and
school to identify additional services needed for
your child.
39. It is the joint responsibility of the parent and
school to determine whether or not additional
services for your child are successful.
40. Your involvement makes a difference in your
child‟s education.
41. Parent involvement activities initiated by your
child‟s school increase academic achievement for
your child?
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APPENDIX B
IRB Approval Letter
Hello,
The University of Memphis Institutional Review Board, FWA00006815, has
reviewed and approved your submission in accordance with all applicable statuses and
regulations as well as ethical principles:
PI NAME: Willie Williams
CO-PI:
PROJECT TITLE: Parent Perceptions of Parent Involvement
FACULTY ADVISOR NAME: Larry McNeal
IRB ID: #2705
APPROVAL DATE: 8/9/2013
EXPIRATION DATE:
LEVEL OF REVIEW: Exempt
RISK LEVEL DETERMINATION: No more than minimal
Please Note: Modifications do not extend the expiration of the original approval
Approval of this project is given with the following obligations:

1. If this IRB approval has an expiration date, an approved renewal must be in effect
to continue the project prior to that date. If approval is not obtained, the human
consent form(s) and recruiting material(s) are no longer valid and any research
activities involving human subjects must stop.
2. When the project is finished or terminated, a completion form must be completed
and sent to the board.
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3. No change may be made in the approved protocol without prior board approval,
whether the approved protocol was reviewed at the Exempt, Expedited or Full
Board level.
4. Exempt approvals are considered to have no expiration date and no further review
is necessary unless the protocol needs modification.

Approval of this project is given with the following special obligations:

Thank you,
Pamela M. Valentine
Interim Institutional Review Board Chair
The University of Memphis.
Note: Review outcomes will be communicated to the email address on file. This email
should be considered an official communication from the UM IRB. Consent Forms are no
longer being stamped as well. Please contact the IRB at IRB@memphis.edu if a letter on
IRB letterhead is required.
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